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ABSTRACT

Amidst intensifying demands for simultaneous improvement of current performance, adoption

of priorities relinquished by other community organizations, and innovation to meet future

educational challenges, schools are being urged into a paradigm shift in pedagogy. Despite the

rich resource of the literature of educational change, deep and sustained change remains

partial and scattered.

This research examines whether it is the existing individual practical theories about learning,

teaching and managing change, and the collective codes held by participants in pedagogic

change, that facilitate or block innovation and, if so, what factors shape the outcome.

In a qualitative study, participants in structured programs of pedagogic change at the

secondary level have described their own experiences. A total of 183 trainee teachers

provided reflective written comments on their intensive one-year course, and 36 established

teachers and l0 groups of students from two secondary schools were interviewed. The

responses have been matched with principles asserted in the literature.

Memoirs and transcripts displayed practical theories and collective codes that were firmly

grounded in early experiences, prior training and embedded values. They clearly facilitated

pedagogic change for some, but blocked it for others. Change, if it occurred at all, was a

process of learning to do familiar tasks in a different way. Participants preserved compatible

practices, or assimilated new pedagogic knowledge and skills easily, or struggled to

accommodate, or resisted strenuously, according to the practical theories and collective codes

that were determining their current practices. Regular and sustained mentoring in an accepted

alternative theory within a proximate group brought partial implementation, but contradictory

theories amongst participants created serious time ba:riers and resource poverty.

Aligning the disparate theories is the first priority of any plan for innovation.

vrl
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GLOSSARY

accommodation 'Altering existing mental schemes or creating new ones in response to new

information' (Woolfolk, 2001, p. 591).

assimilation 'Fitting new information into existing schemes' (Woolfolk, 200t,p. 591).

constructivism 'View that emphasizes the active role of the learner in building

understanding and making sense of information' (Woolfolk, 2001, p. 593).

Dímensions of Learníng A model that emphasises five types of student thinking essential to

successful learning-thinking involved in: managing attitudes and perceptions related

to learning, acquiring and integrating knowledge, extending and refining knowledge,

using knowledge meaningfully, and developing powerful habits of mind. Dimensions

of Learning provides guidelines for planning curriculum units and assessing students'

use of knowledge, as well as offering a repertoire of learning strategies that teachers

can encourage their students to use (Marzano et al, 1997).

International Baccalaureate Organization (IBO) A non-profit educational organization

that provides IB world schools with detailed curriculum guidelines, teacher training

workshops, resources, and procedures for both external (at Diploma level) and school-

based assessment of student work. Three programs are offered to a wide variety of

schools throughout the world: the Diploma Program @P), the Middle Years Program

(MYP), and the Primary Years Program (PYP).

Middle Years Program A largely traditional curriculum to provide a framework of

academic challenge and life skills for students aged 11-16 years in IB world schools.

Iearning 'Process through which experience causes permanent change in knowledge or

behaviour' (Woolfolk, 200I, p. 596).

practical theory of teaching 'A person's private, integrated, but ever-changing system of

knowledge, experience and values which is relevant to teaching practice at any

particular time ... a personal construct [that] primarily [functions] as a basis or

background against which action must be seen' (Handal & Lauvas, 1987, p. 10).

scþemata 'Basic structures for organizing information; concepts' (Woolfolk, 2001, p. 599).

schemes 'Mental systems or categories of perception and experience' (Woolfolk,200I,p.

see).
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New Learning for a Changing World

Teachers promote student learning. That is their job. Some do it with spectacular success.

Bruner, for example, acclaims the skills of Miss Orcutt, who:

... expressed a sense of wonder that matched, indeed bettered, the sense of wonder I felt at

that age (around ten) about everything I turned my mind to, including at the far reach such

matters as light from extinguished stars still travelling toward us though their sources had been

snuffed out. In effect, she was inviting me to extend my world of wonder to encompass hers.

She was not just informing me. She was, rather, negotiating the world of wonder and

possibility. (1986, p. 126)

Stenhouse made much the same point:

The improvement of schooling hinges on increasing the number of outstanding teachers ... for

it is [they] who transmute the process of instruction into the adventure of education. Others, it

is true, may teach us; but it is they who teach us to delight in learning and to exult in the

extension ofpowers learning gives us. (1985, p' 104)

It is timely to revisit the work of these two influential commentators on learning and teaching.

From our vantage point early in the twenty-first century, we may well ponder the impact on a

knowledge-hungry, wisdom-starved world if, in their schooling, all students met-not one of

these outstanding teachers-but many.
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The reality is otherwise. Bruner must declare Miss Orcutt a:

... rarity ... a human event, not a transmission device. It is not that my other teachers did not

mark their stances. It was rather that their stances were so off-puttingly and barrenly

informative. (p. 126)

and Stenhouse observed:

The student who, during the course of ten years in school, meets two or three outstanding and

congenial teachers has had a fortunate educational experience. Many are not so lucþ. (p. 104)

Indeed, they are not! Many students experience the kind of teaching well described in

Elmore's verdict on U.S. teaching-'emotionally flat and intellectually undemanding and

unengaging' (I996,p. 5). The difficulty is, he says, that the few outstanding teachers are

acknowledged and revered, not so much for their pedagogic knowledge and skill, as for the

possession of innate ability, 'an individu al trait much like hair color or shoe size, rather than

... a professional norm' (p. 5). He sees a dangerous effor in the belief that teachers are bom,

not made.

Handal and Lauvas (1987) would agree. They contend that the strongest determinant of each

teacher's approach to student learning is his or her'practical theory' of teaching, by which they

mean 'a person's private, integrated, but ever-changing system of knowledge, experience and

values which is relevant to teaching practice at any particular time'. They describe a practical

theory as a '... personal construct which is continuously established in the individual through

a series of diverse events ... and primarily [functions] as a basis or background against which

action must be seen' (1987, p. 10).

The exciting prospect, now, is that our growing understanding of human cognition has the

potential to promote strikingly new approaches to teaching. Moreover, the educational
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imperatives of a dramatically changing world, together with careful targeting of government

funding are able to provide the stimuli and resources for necessary initiatives. Another reason

for optimism is the increasing awareness of (what teachers should always have recognized

and respected) the youthful capacity for wonder, comprehension and learning, so notably

exemplified in the ten-year-old Bruner's response to Miss Orcutt.

While deep and lasting changes to learning are possible, they are contingent on equally

profound revisions of the pedagogy prevailing in schools. In turn, such a paradigm shift in

teachers' classroom practices will only occur if teachers, both individually and in

collaboration with colleagues, are able to reconstruct their accustomed modes of behaviour in

the classroom. Students, too, who help shape learning activities in those classrooms, will face

a revision of their expectations. One obvious avenue for achieving pedagogic change is to

direct ideas and resources to the pre-service training of teachers. With developments taking

place so rapidly, however, it does not seem sufficient to rely solely on generational change.

The same initiatives must also be carried into the practice of those already in the schools-

teachers and students. So far, pedagogic change of this magnitude seems to have been elusive.

This study seeks deeper understanding of the process of changing practical theories by asking

two questions:

a. How do teachers and students respond to the challenge of changing their existing practical

theories and collective codes of teaching and learning?

b. What factors do they perceive to have facilitated or impeded the process of changing their

existing practical theories and collective codes of teaching and learning?

Accordingly, information has been gathered-not only from trainee teachers, but also from

those established in their profession, and their students-about their experiences with
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pedagogic change. The hope has been that those directly involved in progtams of pedagogic

change can help us understand why pedagogic change has been so difficult to achieve.

In this chapter, the multiple demands on education are described and their implications for the

pedagogy of teachers and students are considered. Part A summarizes some of the significant

changes that occurred during recent decades, while Part B suggests the impact of those

changes on the way schools operate. Part C discusses the practical implications for teachers

and students of the changes that impinge on schools.

A. A CHANGING \ryORLD

Australians born in 1900 came into the world before Federation. Many lived in small,

sometimes isolated, usually self-reliant communities. Most worked hard, with little leisurs

and fewer luxuries. At best, they received five or six years of stern elementary schooling, and

their sources of information-by modern standards, severely limited-restricted their political

influence. Communication was ponderous, travel equally tedious, and products of industrial

innovation were slow to filter into working class homes.

Now, early in the twenty-first century, it is taken for granted that most households possess

quick and reliable transport, labour saving devices, mobile telephones, computers and access

to the Internet. Such items as povver tools, mechanical excavators, harvesters, and robots on

air-conditioned production lines have diminished the demands for intense physical effort.

Furthermore, twentieth century developments such as universal suffrage, secondary education

for all, greatly increased rates of home ownership, enforcement of industrial and social justice

policies, and insurance and health schemes, have conferred on many Australians a potential

for independence and power unknown to their grandparents. Vast, and increasing, stores of

information are available to people who have had twelve or thirteen years of schooling,

followed in many instances by at least one tertiary program.
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Remarkable technological advances have wrought striking changes in all aspects of human

society. Regrettably, these have not been achieved without significant economic and social

consequences, particularly in patterns of employment, population distribution, labour force

participation, work place skills, remuneration, and the global market place (Chapman, 1996)

We have been quick to take up the immediate applications of calculators, computers, and

mobile phones, but remarkably tardy in adapting to, for example, the decline of obsolescent,

ill-managed or non-competitive industries like coal, textiles and sugar production.'We may

applaud the ways that computer-driven advances in commerce and manufacturing have scaled

down national boundaries and promoted a global economy, but we have not dealt well with

the'psychic wounds of the extraordinary social revolution that changed our attitudes toward

sex, marriage, divorce, and child rearing' (Elkind, 1987, p. xii).

On the international scene, we have seen a trend (with some notable recent exceptions) for the

world community to gather under the blue flag of the United Nations Organization, both to

provide humanitarian aid wherever disaster has struck, and to intervene where basic human

rights are persistently infringed. In this respect, the free flow of information, the rapidity of

modern transport and the ease of consultation have been technological boons. But here, again,

the picture is distorted by human problems; partisan views in the Security Council may stall

essential moral imperatives, and admirable trends towards global harmony may be overturned

by mutual suspicion and the pursuit of sectional advantages or old quarrels. An experienced

observer of international affairs, Walter Cronkite (2000), has argued that world society is in

greater danger than ever before. His considered view, even before the 9lI1 catastrophe and

the 'war on terror', was that nations must be ready to cede some of their local authority and

power in order to ensure that international law prevailed.

Even the abundance of information now available is something of a mirage. We may have

technologically advanced media and a "schooled" population but, as controversies in
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Australia frequently remind us, there is often an impoverished understanding of our history, of

important legal issues, and of political processes in the community. Examples might be found

in recent, possibly uninformed criticism of the judicial processes of other countries, in the

enthusiastic and unquestioning acceptance of fiction as the revelation of a hitherto concealed

truth, or in the simplistic solutions proposed for shortages of water or the escalating road toll

on long weekends or unpopular decisions in our own legal system. Perhaps Michael Costello

is close to the truth when he chides both the print and electronic media for presenting a

sensational, unidimensional view of the world to undiscerning audiences: '... often media

consensus is very powerful and can take on a life of its own, creating the very political facts

that the media assert already exist' (2005, p.13).

The sense of a culture adrift is well caught by Hargreaves (1997b) when he points to five

Canadian paradoxes that might apply equally well to Australia:

a. Parents demand a strong stand against violence in schools while allowing their own

children to use violent video games;

b. Schools encounter simultaneous decentralizing and centralizing of management

decisions;

c. Globalization seems to promote parochialism;

d. Learning approaches that emphasize flexibility and individuality clash with national

demands for uniformity and accountability;

e. Apprehensive steps toward the future are cloaked in nostalgia.

According to Dalin (1998, p. L062), because of dramatic political shifts in the world, we are

experiencing major changes in 'our entire mental orientation'that are driving 'ten

revolutions'-in knowledge, population, local responses to global trends, social relationships,

economics, technology, ecology, aesthetics, politics and values-that are paft of even broader

forces at work in the world.
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Australians can not evade these influences. We are urged to develop a collective mindset that

welcomes innovation, understands the impact of change, perceives new global roles, and

seeks active, informed and responsible involvement in democratic government. A process for

educating the whole community is becoming urgent, and schools will have an important role

to play. In fact, as Part B will discuss, new items have been added to the agenda for schooling

B. THE IMPACT OF CHANGE ON SCHOOLS

Changes in the nation and in the world have been reflected in at least five identifiable

priorities for education. Those who work in schools now face a combination of demands, each

of which will be discussed under the following headings:

l. Improved outcomes from existing academic programs;

2. Intensified efforts in the area of pastoral care;

3. Adaptation to the new technologies;

4. Revision and upgrading of educational goals;

5. Application of new understandings of human cognition.

1. IMPROVED OUTCOMES FROM EXISTING ACADEMIC PROGRAMS

In secondary schools, two extremes may be encountered.

Some students-distracted by non-school priorities or disaffected by the seeming

pointlessness of learning-disengage from the activities of school life and seek release either

in indolent passivity or through deliberate disruption. Nothing defeats a conscientious

teacher's best-laid plans or subverts classroom learning more efficiently. These students

compel intense teacher effort simply to maintain routine activities. It is a problem that must be

addressed, for the nation can not afford to neglect a significant sub-group of its younger

citizens.
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For other students, a high priority is the achievement at Year Twelve of satisfactory grades in

subjects prerequisite for a preferred careet.In an uncertain and competitive environment,

parents-quite properly-express anxiety about the school progress of their children, and

seek enhanced teacher assistance to maximize outcomes for them. In these circumstances, a

strong academic press envelops Year Twelve students and shapes earlier years, too. That the

best emerges in many students is evidenced in school newsletters listing the Merit Awards

and Tertiary Entrance Rankings gained by students in local and international examinations.

Between these two extremes, there can be a significant academic concern. For example, the

retention rate in South Australia's government secondary schools appears to have declined,

with only 6l.8Vo of full-time students completing Year Twelve in 2003 (Advertiser,25

February 2004, p. 13). This has prompted a review of the South Australian Certificate of

Education which, despite regular adjustments to syllabuses, has been described by Premier

Rann as 'outdated ... too academic ... no longer appealing or appropriate to everyone'

(Advertiser, 19 February 2004, p. 2). Rimm (1997) refers to the finding of the Carnegie

Corporation's 1996 report, Years of Promise, which asserts that many US children-across all

social groupings-are not working to their ability in school. She claims that her own work in

psychiatry and pediatrics confirms an underachievement epidemic, which she attributes to a

combination of home and school causes, particularly the "overempowerment" of children and

their "adultizemeît"

Then again, employers frequently complain that job applicants possess inadequate skills in

language and mathematics, and that attitudes of mind appropriate for an honest, punctual,

reliable and conscientious work force are not being encouraged in schools. Consequently, we

find governments developing policies to remedy perceived shortcomings in student learning.

Recent decades have given us a series of initiatives from the curriculum writing and

evaluation movement of the 1970s, through school-based staff development, teacher
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appraisal, Key Competencies, Statements and Profiles, the National Project on the Quality of

Teaching and Learning, accountability procedures, and local management of schools, to

Information Literacy, Vocational Education and the attainment standards of the South

Australian Curriculum Standards and Accountability Framework (SACSA). A trend towards

more conservative and authoritarian policies has been intensified recently by demands from

the Minister of Education in Canberra. Dr Nelson has called for 'plain language report cards

with achievements graded A, B, C, D or E' within eighteen months, and schools to make

'publicly available student and staff attendance, staff retention, teacher qualifications and the

proportion of Years Three, Five, Seven or Nine students meeting national benchmarks in

reading, writing and numeracy' (Maiden &'West, 2005,p.4)'

Teachers, therefore, are being pressured to intensify their efforts, not only on behalf of

examination candidates, but also to encourage disruptive students towards sound learning and

acceptable behaviour, while endeavouring to work within national curriculum guidelines and

to prepare students for national testing programs. As will be seen in Chapter 7, teachers

interviewed for this investigation have readily testified that many hours of course writing and

assessment documentation have been superimposed on an already busy schedule.

There are additional demands associated, for example, with the perception that students have

no proper understanding of the processes of democratic government. It is also argued that the

historical factors making Australia what it is today are not sufficiently appreciated by those

who, in due course, will shape Australia's future. These views promote more course writing,

and lead to the development of additional compulsory courses (Australian Studies in Stage

One of the South Australian Certificate of Education is an example) that intensify the

crowding of the curriculum and apply pressure to existing courses'
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In essence, the effects of social and economic changes in the global community combine with

other factors to drive school programs to a much more intense and complex level (Senate

Employment, Worþlace Relations, Small Business and Education Committee, 1998).

2. INTENSIFIED EFT'ORTS IN THE AREA OF PASTORAL CARE

Children born since 1980 have glown up in a context very different from their parents'. They

are much more likely to come from a single parent household or to live in a blended family

with children from another marriage. There is a strong likelihood that both caregivers (if they

have two) will be engaged in full time work; alternatively, neither caregiver may be

employed. Expectations for material possessions will be fanned by very effective advertising

campaigns, while values will be promoted by television and video viewing, rather than by the

religious adherence of their grandparents' era. These are the children for whom Elkind (1981,

L987, 1997) has expressed such deep concerns. He argues that events such as the Holocaust,

the bombing of Hiroshima and [in USA] the Watergate affair challenged basic ideas and led

to a much more cynical view of how the world works. Australia's immigration policies, its

involvement in the invasion of lraq, and recent budget decisions that some think further

disadvantage low income earners may be having a similar impact in this country now.

Elkind also argues that idealized notions of romantic and maternal love and nuclear families

have been pushed aside by the exigencies of survival in a stern and changing work

environment. In his conversation with Scherer (Igg6,p. 7), he says that parents:

... have to protect themselves first, much as in an airplane they must put the breathing mask

on themselves before they put it on their child. To make sure that their children are provided

for, they devote tremendous time to working and refurbishing their skills. So, too often,

parents are focused on their own activities, forcing kids to be autonomous as well-to be

much more independent, to be home alone, to get their own meals, to organize their own time.
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Emerging from Elkind's somewhat charitable description of the post-modern family is the

notion of the not-so-innocent, but highly competent child. As Elkind says, however, such

competence is not illustrated in any research data. On the contrary, teachers routinely report:

... much more aggressive behaviour .. . many more learning problems . .. much more

depression ... lwhich are] the stress symptoms of kids who are expected to be more competent

in handling all sorts ofexperiences than they really are. (Scherer,1996,p.7)

This is the new morbidity that Elkind believes has replaced the killer diseases of the early

Twentieth Century-polio, tuberculosis-with the equally destructive, stress-related

afflictions of substance abuse, vehicle accidents, and suicide.

Schools have always had responsibility for the physical, mental and moral health of students

but now, in a'socially toxic environment' (Garbarino,1997,p. I2), the task is much more

acute and there are fewer in the community to share the load with teachers. Furthermore,

maintaining good order and academic focus in a much less compliant student population

provides ongoing challenges for teachers, who are encouraged to adopt strategies

recommended by experts in the field (Balson, 1982; Glasser, L992; Johnson & Johnson,1995;

Kohn, 1996; Marzano R., Marzano J., & Pickering, 2003). Elements coÍtmon to many of the

behaviour management theories are the need for students to assume stronger control over their

own actions and for their self-esteem to be nurtured. Such approaches require teachers to

manage classes with a sensitivity and a commitment to negotiation that would startle earlier

generations of teachers-and students !

A particular anxiety about the education of boys gains frequent attention. The

underachievement of boys and the scarcity of male teachers as role models have been

addressed in a number of forums and by organizations such as Boys' Schools: An

Intemational Coalition. Within a body of literature dating back to at least the 1980s, writers
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like Biddulph depict the frustration of many boys' experience of schooling, and the

consequences in the classroom:

More and more it is women who have to front up to physically intimidating and disrespectful

boys. The classroom becomes a battle for survival with only two goals-getting the girls to

achieve and getting the boys to behave. (Biddulph, 1998,p.127)

The solutions are multi-faceted, of course, but a more practical, activity-based curriculum and

a more intensive, caring approach to discipline are frequently recommended.

Clearly, changes in the wider community are not only impinging on the family but are also

being translated into novel, specifically educational problems for the school as well. Teachers

have to work harder and smarter just to maintain the status quo (Senate Employment,

Workplace Relations, Small Business and Education Committee, 1998). Moreover, their role

as homeroom teachers requires them to develop programs and hone skills as counsellors, as

monitors of well-being, and as inspirers of academic focus.

3. ADAPTATION TO THE NEW TECHNOLOGIES

Teachers and students have always taken up improved implemenls as they came into general

use. In little more than half a century, the Post Office nib--and its attendant culture of ink

monitors, grubby fingers on copy books andhazardous writing lessons-disappeared from

schools, to be replaced in turn by fountain pens, increasingly efficient ball-point pens, and the

lap top word processor. Student life seemed to change with each technological gain. For

teachers, too, the arrival of improved duplicating and display facilities eased some of the

routine burdens. The introduction to schools of radio, slide and movie projectors, and later,

television sets and VCRs brought a wealth of supplementary material into the curriculum.

Most recently, DVDs and computing facilities, together with cheap and efficient printers and
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scanners and sophisticated software, have prompted changes to many of the basic activities in

classrooms.

While these technological developments may have made learning more efficient and more

interesting for students, it has to be said that teachers who accept the Information Technology

challenge must spend many hours acquiring skills that possibly still lag behind those of some

students. There is the concern, too, that photocopiers, overhead projectors, and Power Point

programs have unintended, but great, potential for emphasizing the transmission of

information and increasing the prevalence of passive student learning.

There is, however, one aspect of the computer revolution that may be changing the very

nature of schooling. Anybody with a moderately powerful computer, a reliable modem, and a

reasonably inexpensive Internet service provider has immediate access to a world of

information that far exceeds what any teacher, or indeed any traditional school library, could

offer. Far from being limited to a particular lesson slot in a school's administrative

¿urangements, the World Wide Web is available 24 hours each day of the year, wherever there

is a computer. Teachers are no longer the main dispensers of information, nor can they

determine what information (or indeed what version of information) students will access. It is

no overstatement to suggest that this aspect of technological change has striking implications

for schooling. As Mehlinger put it:

The very relationship between students and teachers will be challenged because the

technologies enable students to gain control of their own learning. In the past, schools

have been places where people in authority decided what would be taught (and possibly

learnt), at what age, and in what sequence. They also decided what would notbe taught-

what would not be approved knowledge. The new technologies provide students access to

information that was once under the control of teachers. (1996, p. 402)
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This is not to say that teachers are becoming obsolete. They were not replaced by radio

programs, educational films or teaching machines, and there is no reason for suspecting that

computers arc any greater threat-provided teachers take pains to acquire competence with

computers and do not restrict their activities to those things that computers can do better. Nor

should too much credence be attached to the supposition that students know more about

computers than their teachers. Some do. Many may know more than some of their teachers.

Nevertheless, many students will need assistance with basic skills-touch typing, critical use

of the spelling and grammar check, the competent application of all the potential of MS Word,

Publisher and Power Point, for example. They must also understand that there is more to

surfing the Internet than clicking on random sites. In this regard, Eisner (2004, pp. 8-9) offers

sound advice when he says schools pursuing diverse and democratic richness in their

curriculum should embrace goals that espouse judgement, critical thinking, meaningful

literacy, collaboration and service. This is clearly an area of learning to be embedded across

the curriculum-another challenge for teachers.

Then again, teachers' workloads are intensified and changed by the very existence of the

V/orld Wide V/eb. Because it is so easy for students to download and print material that has

some relevance to the topic under examination, plagiarism is always possible. Countering that

risk requires of teachers careful framing of assignments (often negotiated with students), close

mentoring of the drafting stages, and sound understanding of their students. Computers do not

make teaching easier; indeed, there are many areas where teachers have a unique, essential

and time-expensive role.

4. REVISION AND UPGRADING OF EDUCATIONAL GOALS

The new priorities prompted by societal and economic changes oblige teachers to

reconceptu alize their work.
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Management experts have alerted the world to global changes in commerce and industry that

demand new skills. Angell (2000), for example, draws a contrast between the Industrial

Revolution, which he says altered only the location of physical labour, and the current spate

of changes which promote an economy now largely based on intellectuallabov.He

acknowledges that problems arise because most of our experience has come from the age of

machines, and agrees that the solution rests with education.

Handy, an influential voice in management theory, points to the experiences of places like

Singapore which have recognized:

... that the traditional sources of welfare and comparative advantage-land, raw materials,

money, and technology----{an all be bought when and if needed, provided one has the people

with the intelligence and the know-how to apply them. (1994,p. 19)

He asserts that 'focused intelligence, the ability to acquire and apply knowledge and know-

how, is the new source of wealth' (pp. 18-19). He enjoins schools to find avenues for students

to learn the skills of 'conceptaalizing, coordinating and consolidating' , a task which he

suggests may not easily be achieved 'by sitting in rows in a classroom' (p. 2O7).He speaks of

transforming 'the whole of society into a peflnanent learning culture [in order to avoid] an

increasingly divided society' (p. 20) where power and wealth are available only to the well

educated.

There is much support for this view

The communiqué emerging from the National Innovation Summit in February 2000 argued

that, in the new knowledge age emerging in Australia, intellectual capacity, creativity and

entrepreneurship would drive growth. In his articles covering the Summit, Brook (2000, p. 10)

identified the widely held view that education was crucial to the urgently needed

improvement to Australia's innovation system. At government level, Backing Australia's
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Ability: An Innovation Action Plan for the Future @epartment of Industry, Science and

Resources, 2001) acknowledged the importance for Australia's future prosperity of

'developing skills [and] generating new ideas through research' (p. 7). Interestingly, that

document had much to say about funding ¿urangements, accountability measures and tax

concessions, but was remarkably confident that, in the words of the Prime Minister's

Foreword (p. 3) 'Australians [already] possess all the innate abilities to thrive in the coming

century'. Fifteen years earlier, the report on secondary education and youth policy, In the

National Interest, had made a more realistic assessment:

In economic terms, Australia will depend more and more on the capacity of all its citizens to

think rationally, to apply what they know skilfully, and to adapt flexibly and imaginatively to

new circumstances ... Secondary education should equip our young people with important,

generally applicable skills. (Commonwealth Schools Commission, 1987 , pp. I20-I2I)

Indeed, the symbiotic relationship between education and national prosperity has been widely

recognized. At the National Education Assembly in20OI, The National Declaration for

Education acknowledged that:

... education is now central to building a sound economic base for the nation and will ensure

high levels of skill in such areas as information and communications technology (ICT),

literacy and numeracy. (Australian College of Education,2O0I,p.4)

For Moss Canter (1995), those who succeed in the information society will be rich in three

tangible assets: concepts (the best and latest ideas), and competence (the ability to operate at

the highest possible standards), and connections (the relationships that provide access to

resources both human and administrative around the world). Langrehr, a consistent advocate

of student thinking (1993), accepts the view of 'political and business leaders around the

world'that higher education should foster high level cognitive skills. He argues, however, that

such skills have to be nourished from an earlier age: 'the very young ... must be good at
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creative and critical thinking' (2001, p.14). His research challenges complacency, for he sees

Australia lagging behind Asian neighbours in this regard, and is critical of Australia's

concentration on nation-wide testing: 'Governments need to do more than test the spelling and

maths ability of our youth with multiple choice tests' (2001 ,p.I4).

Beazley asserted that the most important policy area in creating a knowledge-based society is

education, but saw a broader implication, too:

The challenge that lies before our nation is to grasp this: education is not just another policy

branch any more. It is not just another line item in the budget. Education today is the

foundation of our future national competitiveness. It is the foundation of fairness for all our

people. (Weekend Australian, S-9 May 1999, 'Special Supplement', p. 4)

A similar view has been expressed by Uren (2000) who asserted that Australia's future

prosperity depends on greater investment both in an education system that promotes creativity

and in a welfare system committed to cohesion and inclusiveness. The National Declaration

for Education went much further to assert:

Education is crucial for nation building, promoting an informed awareness and critical

understanding of our heritage, national identity, societal values and mutual interdependence

[and] curricula will need to be reconceptualized to account for the diverse and expanding

needs of students in the knowledge area. (Australian College of Education, 2001, p. 3)

These views place new demands on schools. Both Papadopoulos (1995) and Hason and

'Wagner (1996) see that a prime task for schools is to set up the potential for continuous future

learning. A UNESCO report (1995) urges a dual approach to schooling to promote a global

view through multicultural understanding, competence in languages, broad social skills and

personal flexibility on one hand, and on the other to teach skills of abstraction and

conceptualization.In the same year, an OECD report (1995) stressed the importance of
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education for a knowledge-oriented society and urged educational authorities to adopt the

stronger client-focused approach of service organizations-teachers becoming guides rather

than drivers, and matching learning experiences to individual needs. Teese (cited in Gough

2000,p. 19) claims, 'All employers, including [those] in traditional craft areas, stress the

importance of communication and interpersonal skills, planning, interpretation, negotiation

and people skills'.

Some dissenting voices should be noted. Donnelly, for example, dismisses progressive views

about teaching as 'the edubabble much loved by those committed to education fads' (2005a,

p. 13). He urges a return to a more academic approach that is 'based on teachers teaching,

students knowing right and wrong answers and mastering the basics' (p. 13). Then again,

Sweet may dispute the orthodox view that technological change produces an inevitably rising

demand for skills and qualifications (1987 , p. II$.IIis research suggested, instead, that

change can bring substantial deskilling, especially in the many middle level occupations. He

noted, too, 'an apparent polarization in employment growth between opposed ends of the

skills continuum' (p. 115). Nevertheless, he agrees with other commentators who share his

insistence that education for the future work place must be broad and farsighted. Such an

education requires curricula and systems that'extend beyond technical competencies into

organizational skills and technological insights', that 'develop social and negotiating skills',

and that 'recognize the worker's right to cnticize and contribute to the organization of

production' (p. 115). In advocating a focus on higher order intellectual skills, Sweet is part of

mainstream thought on education for the future. Many writers acknowledge that the rate of

creating new knowledge is accelerating almost beyond the human capacity to adapt. If we are

to cope with startling changes in our lives, human beings need mental skills and values

systems that are sufficient to analyze novel situations, test hypotheses, assess alternative

outcomes, and implement selected procedures. This, perhaps, is what the commentators intend
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when they speak of a knowledge-based society and call for more abundant problem solving

skills. They are, in fact, demanding highly trained minds.

It is a requirement that includes all members of society. Sweet may be right in his assessment

that only an elite few really need the intensive training some are proposing. It is unlikely,

however, that he would dispute the need for citizens'full participation in a democracy-this

requires a populace characteized by a broad understanding of issues, a capacity to gather

relevant information and analyze it critically, and a commitment to supporting just and

rational decisions. Goodlad (2004,p.20) rightly acknowledges that formal schooling must

work in conjunction with informal education to achieve the 'central mission [ofl educating the

young in ... the civil and civic understandings and dispositions necessary to democratic

citizenship', but asserts 'it would be the height of folly' if schools did not teach 'what we hold

sacred' (p. 18). Giroux, too, leaves us in no doubt that schools are crucial to learning for

citizenship:

Schools are an important indicator of the well being of a democratic society. They remind us

of the civic values that must be passed to young people in order for them to think critically; to

participate in policy decisions that affect their lives; and to transform the racial, social, and

economic inequities that close down democratic social relations. (1998, p.12)

He calls on educators, families, and members of the community to join forces to reinvigorate

the language, social relations, and politics of schooling, and commends the innovative

educators who are shaping the conditions under which future generations learn about their

roles in a democratic society. He is a vigorous advocate of reform in schools.

5. APPLICATION OF NEW TINDERSTANDINGS OF HUMAN COGNITION.

Transmission teaching has been the norm in schools for a long time. Sotto (1994) describes

why teacher explanation was essential in medieval England where paper was in short supply,
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handwritten books were expensive, and a premium was attached to listening and imitating as

strategies for learning. Little seems to have changed over the centuries. A photograph in

Thiele's history of South Australian education shows fifty-five small children in a crowded

1909 drawing class faithfully replicating on their small blackboards the model provided by the

teacher at the front of the room (I975, p. 87). One can imagine the careful instruction that had

preceded the photograph and, indeed, visualize the syllabus that may have specified the

subject of that lesson. Such detailed regimentation was expected. Administrative procedures

were in place in South Australia (Hyams et al., 1988) and in the United States of America

(Tyack, 1967) to ensure efficiency and uniformity. The outcomes were appropriately

described by Tyack as a'grim miseducation'that produced'perfect automata'; specially valued

were silence, obedience, attentiveness and accuracy. Since children were thought to have 'a

vocabulary so poor' and thoughts 'so feeble that [they] are worthless', the task of schooling

was to supply 'ready made thoughts' (pp.3Ia416). One would like to think that all this has

changed, but later (in Chapters Five and Seven) we shall note today's senior students

describing their role in learning as listening to teachers and carrying out instructions!

It is possible to discern some value in transmission teaching, for we have a clearer

understanding of the varying types of learning-procedural, declarative, conditional,

conceptual, logical, analogical (Farnham-Diggory, 1992; Mclnerney & Mclnerney,2002;

Marzano et al., 1992,7997; Woolfolk, 200l)-that human beings may undertake. We

understand, also, that learning takes place at a number of cognitive levels. For example,

Darling-Hammond, Wise, and Pease (1986, pp.209-2L2), summarizethe work of Mitchell

and Kerchner who use comparisons to illuminate four distinct ways of describing learning-

learning as it sustains labour, or craft, or profession, or art. Labour may be considered to

require knowledge and skills sufficient to carry out supervised implementation of routine

physical tasks. A craft, however, presumes the development of atange of skills that the
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craftsperson applies routinely but appropriately with minimal supervision. A professional can

be seen as possessing both a body of skills and knowledge, and the capacity to appraise

individual instances, diagnose problems and take responsibility for selecting the preferable

course of action. Learning for any activity that might be seen as art:

... encompasses elements of personal insight (as well as theoretically grounded insight) .

[and involves] ... a process that calls for intuition, creativity, improvisation and

expressiveness-a process that leaves room for departures from what is implied by rules,

formulas and algorithms. (Darling-Hammond et al., 1986, p.2lI)

It might have been acceptable in 1909, with universal elementary schooling still in its early

decades and 'Secondary Education for All' yet to be turned from slogan to reality, for schools

to focus largely on transmission of labour-oriented learning. Done very well, it might have

some application in 2005. Nevertheless, as the twenty-first century asserts the needs described

in Sections 1 to 4 above, it is safer to assume that schooling must embrace the requirements of

all four levels of learning activity, thereby allowing sound acquisition of basic skills and

knowledge, while providing for growth into ever higher levels of cognition.

Of course, progressive educators from Dewey, Piaget and Bruner to those of more recent

decades have been pointing the way towards radical shifts in the theory and practice of

schools. Curriculum is no longer defined as reading, writing, arithmetic, grammar and

geography (Tyack, L967). Instead, it has been reconceptualized, not as:

... a solid, stable and immutable organization of existing and traditional knowledge .. . but

a set of dynamic processes involving-and welcoming-large scale and rapid epistemic

change, planning, delivery and assessment. (Aspin, 1996, p. 130)

Most particularly, curriculum documents-no less bulky and detailed than their 1900

counterparts-focus on what and how students wlll learn.
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The South Australian Curriculum Standards and Accountability (SACSA) Framework is very

clear; it acknowledges that'curriculum is constantly changing and evolving' and that'recent

research into how we learn has changed the way we look at teaching, learning and the

curriculum'(SACSA Leaders'Pack, OHT 3, March 2003). Amongst its ten tenets for a South

Australian curriculum theory there is emphasis on success for all learners and the learner's

voice. The fifth of the major characteristics and intentions of the Framework commits the

state's education system to a constructivist pedagogy which:

... rests on the notion that there is an innate human drive to make sense of the world. Instead

of ... passively receiving objective knowledge that is "out there" learners actively construct

knowledge by integrating new information and experiences into what they have previously

have [sic] come to understand, revising and reinterpreting old knowledge in order to reconcile

it \,vith the new. (Stehn, 1999,p.7)

The SACSA Framework repeats a message circulating through the Western V/orld;

knowledge is 'temporary, developmental, socially and culturally mediated, and thus, non-

objective'(Fosnot, 1993,p. vii). Constructivist approaches to learning oblige teachers'to

provide a learning environment where students search for meaning, appreciate uncertainty,

and inquire responsibly' (Jackson, 1993, p. v).

The new learning space envisaged by constructivists is the antithesis of the 1909 classroom-

instead of passive obedience and receipt of knowledge, constructivism seeks the active

engagement of lively minds. A fundamental shift in our understanding of knowledge, learning

and human nature is bound up in the adoption of constructivism. Jackson (1993, p. v) says

teachers must'make important paradigm shifts' and Costa (L996, p. ix) charactenzes the

change as the emancipation of teachers, students and communities 'from the shackles of

nearly a century of reductionism'. Even the Taxonomy of Educational Objectives, Handbook

I: Cognitive Domain (Bloom et al., 1956)-well known to generations of teachers and course
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writers-is being challenged. Bereiter and Scardimalia assert that the ranking of knowledge at

the lower end of the taxonomy and the use of the 'mental filing cabinets' image to describe

memory, are obsolete. More recent studies show that 'principled pattern knowledge ... lies

behind a great deal of what we commonly attribute to mental abilities and intuition'(1998, p.

679). Indeed, the case for a constructivist epistemology has been incisively presented by

Lorsbach and Tobin, who insist that the tools for'knowers' are not'bulging textbooks', but the

senses:

It is only through seeing, hearing, touching, smelling, and tasting that an individual interacts

with the environment. With these messages from the senses the individual builds a picture of

the world. Therefore, constructivism asserts that knowledge resides in individuals; that

knowledge cannot be transferred intact from the head of a teacher to the heads of students. The

student tries to make sense of what is taught by trying to fit it with his/her experience.

Consequently, words are not containers whose meanings are in the word itself, they are based

on the constructions of individuals. (1992, p.2)

Additional influences complicate the picture. Alexander and Murphy (199a) report the

American Psychological Association's research confirming twelve principles for learner-

centred education; they observe, however, the 'regrettable situation... lwhere]...too little of

that research has made its way into the public and political mainstream and, likewise, into

American classrooms' (p.32). More encouragingly, investigations into how the human brain

learns are being translated into strategies for learning and teaching (Caine & Caine, I99I;

Jensen, 1998; Sprenger, 1999; Sylwester, 1995; Wolfe, 2001). The profound enhancement of

human potential implied in the notion of multiple intelligences (Gardner, 1983, L99I, L995)

and the consequent implementation of relevant learning initiatives (Armstrong, 1994, L998,

2003; Campbell & Campbell, 1999) add new concepts for educators to understand and apply.

Overviews and meta-analyses of advances in cognitive psychology are producing a wealth of

advice and insights into successful research-based strategies for enhancing learning



24

(Alexander & Murphy,1994; Marzano, 2003; Marzano, Pickering & Pollock, 2001; Marzano,

R. with Marzano, J. & Pickering,2}03; US Department of Education, 1986). Conceptual

frameworks for dealing with all this new information are already in use in Australia (Atkin,

2000; Marzano et al., t992,1997) and many more are available-McChesney & Hertling

(2000) summarize thirty{hree reform programs currently operating in the USA. Templates for

school improvement have a variety of priorities: results (Schmoker,1996,2001), standards

(Carr & Harris, 2O0I), employment and information technology (Thornburg,2002), engaging

the broader community in discourse about continuous improvement (Keating, 1998).

In short, the twenty-first century is demanding that teachers be aware of, and apply

appropriately, the new insights into human learning. Fortunately, it also provides some sign

posts.

C. IMPLICATIONS FOR TEACHERS AND STUDENTS

The range, complexity and difficulty of the tasks confronting schools should now be clear.

Teachers must not only maintain or correct current practices but, more particularly, use new

information to develop more appropriate conditions for sound learning. It is widely accepted

that teachets, ex fficio, are the people who have the greatest (perhaps the sole) opportunity

and responsibility for ensuring that these worthy initiatives succeed (Blackburn, I978;

Darling-Hammond, 2000; Ingvarson, 2000; US Department of Education, 1986). This will not

be a case of tinkering at the edges, for the initiatives, in combination, demand such changes in

teachers' work that Fullan is convinced'the teaching profession must be very different from

the past' (1998a, p.227) and Mehlinger asserts 'the genie is out of the bottle' (1996, p. affi).

In such a context it is cause for concern that the influential opinion of a former Director-

General of Education and Training and Managing Director of TAFE in New South Wales has

tended to minimize the degree of change that is necessary. In a paper on the enhancement of
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the teaching profession, in which he ranged over issues such as teaching careers, professional

teaching standards, and the need to reward excellence and penalize incompetence, Boston

concluded (p. 13) that his 'propositions do not require us to develop new teaching and

learning theories', nor are teachers required 'to work harder'. He cited the view of the National

Commission on Teaching and America's Future that, 'Common sense suffices'.

A contradictory opinion is expressed by Darling Hammond (1998a, p. 8) who insists that

teachers must acquire 'sophisticated knowledge' and develop 'a practice that is different from

what [they] experienced as students'. Elsewhere, Darling-Hammond (1999) discusses 12

discrete areas of knowledge she deems essential for those who will teach in the twenty-first

century. She asserts that the 'demands ... to teach a much wider range of students for much

higher standards of performance are new ones for most teachers' (1999, p. 33). Her solution is

the antithesis of Boston's:

Developing the kinds of knowledge I have described requires that most teachers move far

beyond what they themselves experienced as students and, thus, that they learn in ways that

are more powerful than simply reading and talking about new pedagogical ideas (Ball &

Cohen). Learning to practise in substantially different ways than one has oneself experienced

can occur neither through theoretical imaginings alone, nor on unguided experience alone. It

requires a much tighter coupling of the two. This tighter coupling of theory and practice in the

context of a broader and deeper base of knowledge about learning, development and teaching

is perhaps the key feature of teacher education for the 21't century. (Darling-Hammond, 1999,

p.34)

Like Jackson (1993) writing in the USA, and Beare and Slaughter (1993) in Australia,

Darling-Hammond is pointing to fundamental changes in values and purposes. We are being

alerted to the paradigm shift-the 'change in mental cognition that helps us to understand the

world in a different way than before' @alin, 1998, p. I062)-that surrounds us.
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The task facing teachers is made all the more daunting by the particular combination of

challenges they face. At the same time as they are being urged to promote active learning and

to foster the use of high-level thinking skills, they are also required to teach in ways that

improve student achievement in basic literacy and numeracy skills, and to intensify the

quality and extent of their pastoral care for students. In short, they must consolidate, renovate

and innovate simultaneously.

Such a coalescing of seemingly incompatible tasks cries out for a pedagogy at once familiar

and novel. Amalgams of educational philosophy, cognitive psychology, and curriculum

theory that meet these specifications do exist. The crux of the matter is whether teachers and

their students are able to bring refreshed practical theories and collective codes into the

practices of their classrooms. This investigation seeks answers to the two questions posed on

page three and restated here:

a. How do teachers and students respond to the challenge of changing their existing practical

theories and collective codes of teaching and learning?

b. What factors do they perceive to have facilitated or impeded the process of changing their

existing practical theories and collective codes of teaching and learning?

In the survey of literature in Chapter Two, the pessimistic judgements of expert commentators

on educational change are noted. A connection is observed between the failure of many

innovations and what is now known about human learning and behaviour. The influence of

practical theories and collective codes on the teaching, learning and managing behaviours of

teachers, students and school management teams is examined, and the desirability of aligning

complementary theories and codes is advanced.
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An Emerging Theory for Pedagogic Change

It is ironic that, as politicians, businessmen and the general community turn to education to

solve the crises of a rapidly changing world, experts in educational change are more cautious

than ever about the capacity to effect major changes in education.

Previous decades have been awash with initiatives to improve schools. They have met partial

success, particularly in those areas that might be regarded as worthwhile but peripheral-

improving school buildings, increasing resource materials, diminishing class sizes, writing

new curriculum documents, altering procedures for reporting and assessment, addressing the

legal issues involved in schooling, and so on. The prime concern of schools, however, is

students'leaming. It is the failure both to achieve significant improvement in the outcomes of

current learning and to shift to new emphases-despite great effort and expectations-that

prompts the recent pessimism of experts in the field.

After noting in Part A the sceptical appraisals made by commentators about change initiatives

in a number of countries, the chapter goes on in Part B to scan nine areas in which lessons

from experiences of change have been reported in the literature. Part C concentrates on

distilling from the literature a deeper understanding of what pedagogic change actually

requires of human beings, and points to re-learning as the crucial factor. Part D reports what

experts rscommend for individual re-learning-charactenzed as the changing of a person's

practical theories of learning and teaching-while Part E shifts focus to organizational re-

learning in which the entire staff of a secondary school (working, perhaps, in smaller groups)

refashion their collective code of teaching and learning. Part F acknowledges that students are
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an important element in pedagogic change and considers what role in innovation

commentators ascribe to them. Part G finds theoretical support for distinguishing secondary

schooling from other sectors of education and, thereby, for limiting the scope of this

investigation. The chapter concludes with Part H and its synthesis of earlier parts in order to

propose seven statements that encapsulate advice from the literature and, thus, provide the

theoretical framework for the investigation.

A. RESISTANCE TO CHANGE

Looking back over five decades of attempts to change US education, Sarason has observed

that the failure of educational change is 'predictable' (1990) and that 'the myriad of initiatives

have produced no improvement in educational outcomes' (1996,p.245). Fullan, also, is

pessimistic:

The state of educational reform is a prime candidate for the lost cause category because none

of the current strategies being employed results in substantial, wide spread change. The first

step towards liberation, in my view, is the realization that we are facing a lost cause. (1997 , p'

220)

Huberman has challenged the persisting assumption that'well designed projects would find

their way into school environments' and comments wryly, 'We know better now' (1992b, p.

2). Similarly, McCulloch notes that'the hopes attached to curriculum reform as a means of

radical educational change have been repeatedly disappointed' (1998, p. I2I3). Miles

observes that during the 1990s, despite rhetoric:

... infused with terms like "active learning", "discovery" ... "construction of knowledge" and

"student empo\ilennent" ... the reality of educational practice was predominantly "frontal

teaching", dominated by teacher talk interspersed with student responses to fixed-answer

questions. (1998, p. 63)
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Even less optimistic are Stigler and Hiebert (1997) who review the implications for US

teachers of the Third International Maths and Science Study. They point to marked contrasts

between Japan and both Germany and the USA in the amount of seatwork time devoted, in

each ofthose countries, to practising routine procedures, applying procedures in new

situations, and inventing new procedures and analyzing new situations. They conclude that,

for the USA, 'the biggest problem is not how we teach now, but that we have no way of

getting better' (p. 20).

Even when oases of innovation are discovered, similar projects may surface hundreds of

kilometres away while nearby schools appear impervious to the lead offered to them @lmore,

1996).It seems, too, that discrimination of an unexpected kind is possible. While

investigating access to a 'more student-centered understanding-based ... teaching that focuses

on exploration and experimentation', Smerdon, Burkam and Lee concluded that'students of

average social and academic status appear to be the forgotten majority with respect to

constructivist instruction' (1991, p. 5). Moreover, seemingly successful change projects 'do

not persist for long' and those 'that do tend to stick in schools are those that are most distant

from the core' @lmore,1996, p. 7). Elmore's judgement is that:

... a significant body of circumstantial evidence points to a deep, systemic incapacity of U.S.

schools, and the practitioners who work in them, to develop, incorporate, and extend new

ideas about teaching and learning in anything but a small fraction of schools and classrooms.

(1996, p. 1)

More recently, Noguera has described US high schools as suffering from 'organizational flaws

... insufficient attention to quality control ... a disconnected variety of courses that lack depth

and rigor . .. a reliance on the lecture format .. . [and] pervasive student alienation' (2004, p.

26).
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In Australia, schools and the outcomes of schooling continue to change in certain ways.

Students have gained a wider choice of subjects, and a greater range of topics, approaches,

and texts within subjects. Despite the growth of national testing and subject-based

competitions, examinations that now incorporate school-based assessment no longer dominate

summative assessment as they did in earlier decades. To sustain the more diverse curriculum,

schools tend to be larger and to operate in a less authoritarian management style. The pattern

of the academic year has been altered by the introduction of four rather than three terms, and

events during the year are more likely to include sports exchanges, field trips and theatre

visits. Classroom tasks are leavened by practical activities in science laboratories, technology

workshops and the gymnasium. The resources of school and municipal libraries are

complemented by suites of computers and access to the V/orld Wide Web.

It must be asked, however, whether these changes in structure, syllabuses and activities have

altered the actual learning experiences of students. Have the changes been predominantly

administrative or educational in nature, structural or pedagogic? Is it true that the changes

summarized in the previous paragraph have left the central business of the classroom largely

untouched?

Hill offers a highly indicative answer to these questions:

In my experience as a visiting teacher educator to perhaps a hundred primary classrooms over

more than a decade, I have witnessed innumerable interactions between teachers and children

in which the teacher appears not to have grasped the meaning or consequence of a child's

intellectual offering. I am not speaking of the inevitable moments when distraction or

preoccupation interferes with a teacher's ability to listen and respond adequately to a child, nor

to situations when the child's meaning is unclear, but of interactions in which a child's

expression of thinking is clear, unambiguous, and significant, yet falls into the void,

uncomprehended, unacknowledged, and unused. (1999, p. 199)
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If Hill's observations accurately distil the essence of contemporary primary schooling, we

may well conclude that the betittling of student thought-recorded by Tyack (1967) as typical

of US elementary schools in the early years of the Twentieth Century-remains entrenched in

Australia today. The situation in secondary schools appears no better.

The Status and Quality of Teaching and Learning of Science in Australian Schools (Goodrum,

Hackling, & Rennie, 2001) reports data gathered in a stratified, random sampling procedure

from 505 teachers and 4023 Years Five to Eleven students in government and independent

schools in all states and territories of the Commonwealth. As it addresses the 'Actual Picture'

for students, the Executive Summary acknowledges 'great variability' across and within

sectors and commends 'a high level of student satisfaction'in some primary schools where

science is 'student-centred and activity-based' (p. viii). When it turns to the situation in

secondary schools, the report becomes forthright and critical:

When students move to high school, many experience disappointment because the science

they are taught is neither relevant nor engaging and does not connect with their interests and

experiences. Traditional chalk-and-talk teaching, copying notes, and "cookbook" practical

lessons offer little challenge or excitement to students. Disenchantment with science is

reflected in the declining numbers of students who take science subjects in the post-

compulsory years of schooling. (p. viii)

In a smaller Australian study with similar import, Palmer (1996) reported that less than half of

74 succeeding Year Ten biology students showed an adequate understanding of the important

concept of adaptation. This may be another indication that meaningful learning and higher

order thinking skills-much sought for twenty-first century living-are not always achieved

in Australian secondary schools. Sarason's mantra 'The more things change the more they

stay the same' (197I,p.2) may still be relevant in Australia today. The Australian scene

appears to merit Jackson's verdict on the US experience: 'We must abandon the mimetic
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approach to learning and implement practices that encourage students to think and rethink,

demonstrate, and exhibit' (1993, p. v).

The themes of disappointment and frustration recur in the literature of educational change. In

commenting on precursors to the National Schools Project in Australia, Angus and Louden

repeat the familiar but regrettably accurate observation that teachers' 'cupboards are full of

relics of last year's panacea' (1998, p. 831). Australia is not alone in finding change difficult to

achieve. Leaders of the Improving the Quality of Education for All (IQEA) project in London

and East Anglia were aware, as they undertook the early planning for the project that:

...many [previous] school improvement programmes had become little more than 'recipes'for

specific, externally controlled developments. Further, too often, what was called school

improvement seemed in reality to be an orgarizal\onal or staff development programme with

tenuous connections to classroom practice or student experience. (West, 1998, pp. 769-:770)

A European perspective can be found in van den Berg's and Sleeger's verdict on traditional,

c enft alize d, I arge - s c al e educ ati on al reforms :

The central government appears to assign the implementation task to others. Others must see

to the translation of the general starting points for implementation at the level of school and

classroom practice, which may create a wide gap between the intentions of the policy

designers and the perceptions of the implementers. (1996, p' 157)

Indeed Elmore refers to Cuban's review of almost one hundred years of innovation and

progressivism in US education and cites his conclusion that a move to student-centred

pedagogy 'seldom appeared in more than one fourth of the classrooms in any district that

systematically tried to install these varied elements'. Moreover, in classrooms where there

appeared to have been significant attempts to adopt new practices, 'the result was more often

than not a hybrid of traditional and progressive in which the major elements of the traditional
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core of instruction were largely undisturbed' (L996, p. 9). Similar evaluations either of

system-wide progress towards change or of specific projects are to be found in the separate

contributions of Calhoun and Joyce, Fink and Stoll, Giacquinta, Joyner, and Mclaughlin to

the International Handbook of Educational Change (Hargreaves et al., 1998).

It is clear that innovative policy documents, or changes in the structure of the school day, term

or year, or revisions of curriculum statements or alterations to text book lists, of themselves,

have not brought sweeping changes to student learning.

B. LESSONS FROM FAILURE

Because profound changes to the core of school life have proven to be elusive and

problematic, it is small wonder that multiple factors have been scrutinized for explanations of

that failure. In this section, lessons gained from several decades of experience with change

projects are reviewed, for they define aspects of pedagogic innovation that, alone or in

combination, may either assure success for a project or, more frequently, condemn it to

failure. They are grouped under the following headings:

1. Purpose ofthe change

2. Direction of approach

3. Stages of innovation

4. I-eadership

5. Influence of the culture and structure of a school

6. Time constraints

7. Funding

8. The human dimension of change

9. Failure to understand the process
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1. PURPOSEOFTHECHANGE

Almost without exception, educational change projects are aimed at enhancing the learning

outcomes for students. The very name of the English initiative reported by Hopkins, Ainscow,

and West (1994), Improving the Quality of Education for All, typifies the goals of major

reforms. The exact nature of "quality" may have varied in definition from decade to decade.

Holly, for example, noted three waves of reform-'doing the same but more of it', 'doing the

same, but doing it better' and 'restructuring and redesign[ing] ... the educational system' (cited

in Stoll & Fink, 1996,p.2I). The third wave has been the trend in recent years, especially in

the promotion of the higher-level constructivist approach mentioned in Chapter One. It is

closer to the reality of 2005, however, to see the waves now as simultaneous rather than

sequential. Indeed, Chapter One has emphasized the multiplicity of demands on schools.

Interesting implications flow from the focus on students. Given that they are 'the work place

"context" of greatest consequence'to teachers and their'basic reference ... as they explained

what they did in the classroom and evaluated their own effectiveness' (Mclaughlin, 1998, p.

l5), it seems highly probable that teachers will judge the merit of a proposed change to

curriculum or pedagogy in terms of anticipated student gains. Measures to ensure, say,

efficiency of administration or accountability of teachers are likely to be assessed differently

by teachers from innovations that bring clear and direct benefits for the students they teach. In

this regard, differences between teachers and policy makers are likely to arise. Further, it is

probable that teachers' perceptions of the relevance of innovations for their students will be

determined by the teachers'own beliefs and experience i.e. by the unique practical theory that

each possesses. Each of the waves described by Holly has entailed a different set of

educational priorities. When all three waves coincide, creating a shared vision or even gaining

consensus may be problematic.
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2. DIRECTION OF APPROACH

From quite early in the story of educational change, it has been understood that top-down

schemes-where curriculum initiatives have been imposed on schools with minimal

consultation-have limited chances of success. To explain this phenomenon, Kelly suggests:

It has proved impossible to get across to teachers the concept of the project, the theoretical

considerations underpinning it, in such a way as to ensure that these were reflected in its

practice. And so a gap emerges between the ideals and the realities, a gap that in some cases is

so wide as to negate the project entirely. (1982, p. 133)

Similar observations have brought similar conclusions from Fullan that 'change is a journey

not a blueprint' (1996a, p.709), and from Mclaughlin that 'it is exceedingly difficult for

policy to change practice' (1998, p.7I). Nevertheless, as Hopkins, Ainscow, and West point

out, the centre-periphery or top-down model 'is still the preferred approach of policy makers

and politicians-a situation unlikely to change in the near future' (1994, p. 29).

Nor is the bottom-up approach, alone, seen to be any more effective. Certainly, action

research has been advocated as a potent mechanism for change (Kemmis & McTaggart, 1988;

McNiff, 1993), while Stenhouse has advocated 'extended professionalism' and the

'commitment to systematic questioning of one's own teaching (1975,p. 144), and Schon

(1983; l9S7) has urged reflective practice as a path to change. Nevertheless, potential for

bottom-up change is restricted by the 'hurly-burly' of the classroom with its immediacy and

press for action (Hargreaves, 1997 , p. l2I), by the 'conservatism, individualism, and

presentism lthat] are significant components in the ethos of ... teachers' (Lortie, 1975, p.212),

and by the 'privacy, territory and hierarchy' that typify school organization (Simons, 1984, p.

5). Further doubts about teachers' capacity to initiate and sustain change are raised by

Huberman's study (I992a) of the career trajectories of 160 secondary teachers. After the few
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early years of survival and discovery came phases of stabilization and consolidation,

characteized by small-scale experimentation. Subsequent phases (covering the last twenty or

so years of a career) were often marked by increasingly dogmatic resistance to innovations

and, later, disengagement tinged either by bitterness or serenity. That is to say, within four or

five years of their first appointment, many teachers may have settled into a pattern of teaching

that persists without substantial modification for another thirty-five years. Huberman's work

seems to exemplify the wider human attitudes to change described by Schon (1971) as

dynamic conservatism.

Schon argues that, despite the acceleration and intensification of changes in the world, most

human beings maintain a belief in the constancy of central aspects of their lives. This, he says,

is essential for preserving a healthy sense of identity. When change is confronted, however,

the crisis creates instability, and poses questions about that identity, with the degree of threat

being commensurate with the extent of the change. To protect themselves from change,

people select, or more probably move unconsciously into, any number of responses ranging

from selective inattention, through minimal compliance to deliberate subversion of the

change. Perhaps most frequently, human beings adopt a'continuous and active program to

maintain the system in which [they] are currently involved' (I97I, p. 15).This is where

dynamic conservatism is most readily seen-a human being expending energy to retain what

are seen to be stable elements in one's life. The same appears to be true of groups and social

systems.

The dilemma is often resolved by change agents through a judicious blending of top-down

and bottom-up approaches (Stoll & Fink, L996) which link external incentives, ideas and

resources with school-based collegiality and 'situated practice' (Mclaughlin, 1998, p.76).
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3. STAGES OF INNOVATION

Innovative education programs devised during the middle decades of the twentieth century

were, largely, the products of conscientious, well-intentioned and clever people. As

Mclaughlin (1998) reports, the fact that their programs-largely top-down in approach-'fell

short of expectations' or achieved 'enormous variability' in schools and classrooms came as a

surprise to policy makers, who canvassed various explanations. It was thought, for example,

that'teachers did not always do as told', or were 'downright resistant' (Mclaughlin, 1998, p.

70). Mclaughlin, however, draws attention to important findings of the Rand Change Agent

Study, which examined four programs designed to introduce and support innovative practices

in schools:

Contrary to the 1:1 relationship assumed to exist between policy and practice, the ... study

demonstrated that the nature, amount and pace of change at the local level was a product of

local factors that were largely beyond the control of higher-level policy makers. To further

complicate matters, these local factors changed over time and so created substantively and

strategically different settings for policy. Specifically, Rand concluded that:

lmplementation dominate s outc ome...

Policy can't mandate what matters...

Local variability is the rule; uniþrmity is the exception'..

Implementation signals mutual adaptation... (Mclaughlin, 1998, pp. 72-3)

The Rand Study emphasized the importance in educational change of both the local context

and the need to institutionalize the innovation. A valuable understanding had been

established, for while the change process may not be the linear and predictable 'blueprint'that

some flow charts suggest, there are priorities that correspond to various staging points on the

'journey' (Fullan, 1996,p.709), and implementation is one of them.
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An early model emphasizing the notion of stages was described by Bayne-Jardine (1984) who

proposed that the starting point for educational change had to be the perception of new student

needs. He identified a number of tasks that are best dealt with at particular points in the

project. His model begins with the careful formulation of the problem. Thereafter, proposals

for a solution are produced, the proposals are thoroughly examined, and one is selected. A

plan of action is then developed and steps are taken to implement it. Bayne-Jardine concluded

the cycle in his school with an evaluation of outcomes. His model provides for school-based

discussion, investigation and decision-making, and acknowledges, as the Rand Study

suggests, that attention be directed specifically to the implementation phase.

A more recent model that informed the Halton Effective Schools Project (Stoll & Fink, 1996)

and was in turn refined by it, specifies the foundations, context and stakeholders in the project

before describing the four-stage cycle of action as: 'assessment à planning )

implementation ) evaluation' (p. 188). Models like this attend both to the development of a

project and to its introduction and implementation. They also anticipate a repeat of the cycle

after evaluation has been completed. What they do not specifically acknowledge is another

task for innovators---ensuring that the change continues.

Another priority has been identified within the change process. 'When the excitement,

professional pride and extra resources associated with the early stages of innovation begin to

taper, a change program may falter. Key members of staff are likely to move away; new

priorities will arise to claim scarce resources; creative energy can not be maintained

indefinitely. Sustaining the progress achieved in earlier phases demands that three dimensions

of reform-depth, length, breadth (Hargreaves & Fink, 2000)-be addressed. Issues of

leadership, staff retention or induction, size of school, and school/community relationships are

important, but Hargreaves and Fink assert that the longest-lasting impact will be achieved in
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schools where deep learning is prized, reculturing is achieved, and school- and classroom-

based change is supported by the wider context of schooling.

A somewhat gloomier but perhaps realistic view is found in Whitaker's treatment of the

dynamics of change, where he cites Steve Fink's sequence of reactive stages: 'Shock,

withdrawal, acknowledgement and adaptation' (Whitaker,1993, pp. 64-5). After the initial

sense of loss and confusion, described by Whitaker and elsewhere by Evans (1993) as akin to

bereavement, comes a stage of withdrawal and resistance. As a realization of inevitability

leads to the decision to move forward, the fourth stage of adjustment begins. There is a

'switch from attachment to the ways of the past to a belief that the future will be at least all

right and at best beneficial and rewarding' (p. 65). In this way, Whitaker alerts change agents

to typical human reactions to the loss of comfortably familiar routines, and reminds them to

treat change as a process occurring over time, in recognizable stages, and amid varying

emotions.

4. LEADERSHIP

It is broadly assumed that the quality of leadership is an important element of successful

innovation. As an example of what leadership should not do, Giacquinta's (1998) account of

the Cambire project is highly instructive. Two schools in the greater Boston area were chosen

for an in-depth, qualitative investigation of the implementation phase of school change. The

Cambire team found that the principal of the "Field School" claimed to have introduced a

major classroom innovation, 'humanistic education' (p. 166). The other, the "Fence School",

had fostered innovation but only in a'piecemeal'fashion in 'individual classrooms' (p. 167),

until the Director of 'the experimental arm of the school system' (p. 178) announced,

apparently with no prior consultation, that the 'Integrated Day' (p. 167) would be adopted.
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After ayear in the Field School, researchers could find no evidence of innovation arising from

the concept of humanistic education, despite the Principal's assertion that it was succeeding.

They were angrily denied further access to the school. The whole exercise had some of the

attributes of window-dressing, and little relation to the learning of students.

In the Fence School, the integrated day was taken up enthusiastically. Thereafter the Director

handed responsibility to the Principal-who, incidentally, had reservations about the merit of

the project-and then took no further part. Within four months, the innovation had

disappeared from all but one classroom; all others had reverted to the traditional model that

had never really been superseded.

The Cambire team concluded that innovation at the Fence School failed, partly because of

incompatibitity with district requirements, partly because staff lacked the clarity of

understanding, and the new skills and resources that were necessary, but mainly because of

the Director's change strategy. The failure of leadership had left the innovators with'fatigue

and role overload from trying to be innovative and receiving little or [no] training and

guidance in the process' (p. 169). To borrow Giacquinta's title, the teachers had been 'seduced

and abandoned' (p. 163). Worse still, as the innovation.languished, the pretence of its

implementation was maintained on television, in the press, and for carefully orchestrated

visits by 'educators from surrounding school systems ... [who] came to see "the innovation in

action" '. There had clearly been 'no leader or champion at the school for this major classroom

innovation'(p. 169).

There are other, happier, examples of school improvement initiatives, such as the Halton

Effective Schools project in Ontario (Stoll & Fink, 1996) and the Improving the Quality of

Education for All project in East Anglia (Hopkins, Ainscow, &'West, 1994). These projects

show how valuable it is when the leader of the school not only fosters a vision of what can be



4t

achieved and the conditions that bring it about, but also shares the leadership role with senior

colleagues. Shared leadership extends to others who have an important role to play in staff

working groups or, as Mclaughlin describes it, in 'the proximate context' (1998, p.76). Miller

(1998, p. 535) adds an important dimension by emphasizing not so much the personalities or

styles of leadership in the four schools in her study, but the qualities of 'vision, courage, ethics

and reality'that each principal exhibited. No less significant is the observation that each

principal had been 'leading for seven to fourteen years' and had been 'in office when the first

steps toward change were taken'. Furthermore, each principal worked closely with members

of their staff who were educators with highly developed and effective teaching practices and

with the ability to assume leadership among their colleagues.

Fullan's views on leadership are equally clear. He questions (1996, p.704) customary notions,

asserting that the passive facilitator 'fails to stand for anything' while the charismatic hero

'dominates the agenda', thereby intensifying any sense of powerlessness within his team. He

sees a leader as a designer of institutional learning processes, a steward of the organization's

broad purposes and a mentor to colleagues. He also emphasizes a leader's openness to

participation, diversity, conflict, reflection, and mistakes. He offers eight principles for those

who will lead schools through chaotic change processes:

1. You can't mandate what matters.

2. Change is a journey not a blueprint'

3. Problems are our friends.

4. Vision and strategic planning come later.

5. Individualism and collectivism must have equal power.

6. Neither centralization nor decentralization works. (Both top-down and bottom-up

strategies are necessary).

7. Connection with the wider environment is critical for success'

8. Every person is a change agent. (Abridged from Fullan, 1996, p- 709)
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It is clear that poor leadership, such as that identified in the Cambire project, almost certainly

condemns innovation to failure. When, however,leaders share vision, resources,

encouragement, and leadership itself, there is an enhanced prospect of success. More recently,

Fullan has extended our understanding of 'executive leaders' at the forefront of transforming

organizations:

Cultural Change Principals display palpable energy, enthusiasm and hope. In addition, five

essential components charactenze leaders in the knowledge society: moral purpose, an

understanding of the change process, the ability to improve relationships, knowledge creation

and sharing, and coherence making. (Fullan, 2002,p' 17)

Hargreaves and Fink (2004) would add to Fullan's list sustainable leadership-achieved

through a focus on seven priorities: lasting improvements in learning, succession planning,

social justice, material and human resources to sustain change, valuing of diversity, active

forging of education alliances, and system-wide support for leaders.

Perhaps Senge articulated the prime quality for a leader of change. When asked by O'Neill in

an interview for Educational Leadership whathe would make his first step in tuming a school

into a learning organization, Senge replied:

In any system, you find most people basically trying to cover their asses and preserve the

status quo. That's true in all organizations ... You have to start with the people who are ready

to start, but your goal is always to create the most inclusive process possible, to involve people

at all levels, including the kids, in envisioning where they really want the school to go. That's

the cornerstone. (O'Neill, 1995, p.22)
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5. INFLUENCE OF T}IE CULTURE AND STRUCTURE OF A SCHOOL

It may be true that structures, alone, do not cause leaming to occur @eterson, McCarthey, &

Elmore, L996).It is known, however, that contextual factors form barriers to teachers'change.

Both the culture and the structure of the school, and the prevailing assumptions about

teachers' work set up expectations, preferred practices and boundaries, which in turn shape the

nonns, traditions and practices of a school.

Handy and Aitken, (1986, pp.84-92) describe a valuable model for understanding the

different cultures that might appear in a school. They nominate four: a club cultute, a role

culture, atask culture, andapersol¿ culture.

A club culture flourishes when the core of the organization is small and closely knit. Because

communication between a dominant leader and an enthusiastic team tends to be frequent,

informal and personal, the organization can respond quickly to new situations. Its capacity for

change, however, depends heavily on the attitudes of both leader and staff.

A role culture, however, is underpinned by the principle that:

... organizations are sets ofroles orjob boxes,joined together in a logical and orderly fashion

so that together they discharge the work of the organization. The organization is a piece of

construction engineering with role piled on role, and responsibility linked to responsibility.

Individuals are role occupants with job descriptions that effectively lay down the requirements

of the role and its boundaries. (p. 87)

This is the classic hierarchical structure of bureaucracy, with its attendant virtues of stability,

efficiency, procedural equity, economy of scale and predictability. In adversity, the role

culture, because it may 'be found to be built too much on the organization and too little on the
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individual's capacities', flây be 'slow to perceive the need for change and slow to change even

if the need is seen' (Handy, I976,p. I9I).

While the focal point in club cultures is the leader and, in role cultures, procedures, atask

culture is organized around the completion of the project in hand. The major concern is to

gather experts, equip them with appropriate resources and allow them to get on with the job'

Those attracted to a task culture tend to be confident, competent, energetic and eager fot a

challenge. Consequently, a task culture is:

... usually a warm and friendly culture because it is built around co-operative gtoups of

colleagues without much overt hierarchy. There are plans rather than procedures, reviews of

progress rather than assessment of past performance. It is a forward-looking culture for a

developing organization (Handy & Aitken, 1986, pp. 88-9).

Groups in a task culture are very flexible, and are adept at solving problems. They can be

expensive, however, and may chafe at routines or repetitive tasks. Nevertheless, they thrive

'where speed of reaction, integration, sensitivity and creativity are more important than depth

of specialization' (Handy, I97 6, p. 194).

The fourth culture has, as its central point, the individual whose talent is all-important' A

person culture is most frequently formed around professional people who refer to their

otganization as a practice, a faculty or a partnership. Management tasks are minimal, seen as a

distraction from the chief task and, where possible, assigned to staff 'not only lower in status

but [having] few if any formal means of control over the professionals'. It is a culture that

works 'where the talent of the individual is what matters' (Handy & Aitken, 1986, p. 90), but

achieving consensus or pursuing conìmon goals may be difficult.

Handy and Aitken are careful to show that most schools are a mix of the four pure forms of

these cultures, and that the mix changes from time to time. Nevertheless, a primary school,
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probably with about 250 to 350 students and less than 30 staff, and with students organized

into independent groups, each taught in the main by one teacher, almost invariably takes on a

task, or occasionally a club culture. The demands of managing such a school would be quite

different from those in a secondary school where enrolment rarely settles below 600 and often

goes much higher, total staff numbers may exceed 100, and students frequently change

learning groups and, therefore, teachers during the day. Secondary schools almost invariably

possess an overall role culture, but teachers:

... with few exceptions, [see] themselves as task-culture aficionados ... Teaching ... is seen as

a group activity by competent people dealing with a constantly changing challenge ...

Ideologically, the idea that education can be reduced to the systems and procedures ofthe role

culture, the world of "management", is rejected. (Handy & Aitken, 1986' p. 93)

One might observe, here, that Australian teachers-+specially those in high achieving

secondary schools-are likely to see themselves as belongingto aperson culture.

Nevertheless, Handy and Aitken emphasize the differences in culture, and therefore

differences in the capacity for innovation, between primary and secondary schools. They

point out, too, another characteristic of secondary schools that should be considered-the

potential for conflict between the role culture of the school and the expectations of a task or

person culture from individuals or small sub-gtoups such as subject departments:

The traditions of professionalism remain strong in teaching. Tenure, the privacy of the

classroom, the right to express one's own views in one'S otvn way and the sense of

accountability to one's profession-these are all the hallmarks of a profession and of a person

culture. They do not sit well with graded hierarchies, standardized curricula and the

management ethos of large institutions, all of which call for a role culture. (p. 94)

A role culture facilitates efficiency, quality control and responsiveness to government and

community demands. A person culture promotes'the crucial interaction between individual
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teacher and individual pupil' that lies at the heart of the ethos of individual development.

Thus, role-induced conservatism may collide with the professionals'mistrust of

managerialism. The task in a secondary school is to achieve some balance between potentially

antagonistic priorities. Add to the mixture a new demand, for example, for a shift in pedagogy

towards ever higher levels of professionalism, and secondary schools, as Handy & Aitken

suggest, may well experience 'organizational schizophrenia' (1986, p.94). They warn, too,

that individuals who have become thoroughly settled in a role are at risk of operating within a

set of demands and constraints that are not inherent in the role itself, but have grown through

custom. In such a situation, the individual may unwittingly be 'squeezing out the area of

choice' (p. 95) that is, in fact, available.

Handal and Lauvas (1987) make the same point. It is not uncoÍtmon, they say, for teachers to

cite'frame factors'(p. l5)-such things as curriculum documents, the timetable, assessment

patterns, buildings, rules-as obstacles to change. Handal and Lauvas acknowledge the

influence of these frame factors, but maintain that they are 'moulded through the way they are

interpreted and understood by teachers' (p. 15). Thus, there may be considerably more free

room for teachers than they believe, and many teachers:

... may not utilize this freedom to its full extent. Rather, many of them stay within frames and

limits imposed on them by their own lack of imagination, knowledge of alternatives, and so

on. (p. 16)

Sarason (1991) calls this kind of human behaviour professional parochialism-the inability to

consider alternative courses of professional activity because of the over-riding influence of

initial training and subsequent indoctrination into professional culture.
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Other commentators on educational change have attached greater influence to the inhibiting

effects of school and classroom contexts. Darling-Hammond sums up the conflict encountered

by teachers when their attempts to apply innovative pedagogy:

... bump up against traditional schedules, discipline policies, grading and promotion

procedures, and virtually everything else that defines the schooling enterprise ...If the whole

school does not evolve to support the demands of more challenging instruction and more

learner-centered practices, the changes are strangled. (1998b, p' 648)

Elmore, too, has identified 'the role of class- and school-level structures in enabling student

learning [to] remain relatively static' (I996,p. 4), but argues for a'fundamental change in the

incentive structure' (p. 17) that influences how individuals within the school approach their

roles.

It seems clear that any study of change projects in a secondary school must take some account

of the perceived influence, for ill or good, of the prevailing organizational culture and

structure.

6. TIME CONSTRAINTS

The time constraints in pedagogic change also come under scrutiny. At the individual level,

Hargreaves (L991) draws attention to the busy, fragmented pattern of the teaching day that

tends to preclude reflectiveness. Many others comment on the larger scene. Stoll and Fink

(1996, p. 15) warn there can be no 'quick fix', and point to the need for five or more years to

fulty implement change. Hopkins, Ainscow, and 
'West (1994) settle for two years, but that is

their absolute minimum, whereas Miller (1998) reports that development had been underway

in schools in her study for between seven and ten years. Angus and Louden (1998) point out

that the National Schools Project-'an action research project designed to identify how

change in the work organization of schools could lead to improved student learning' (p.
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836)-was originally granted three years to complete its task, actually had five years, but

needed ten. Interestingly, it seems that employer fepresentatives became impatient and cynical

at the lack of quick results.

As will become apparent in subsequent chapters, lack of time is regularly cited as one of the

greatest barriers to pedagogic change. This is by no means surprising. Adelman and Walking-

Eagle (L997), for example, begin their chapter by citing an anonymous teacher's heartfelt cry

that: 'Identifying and finding time ... to talk, to plan, to create, to be a lifeJong learner, and to

teach gnaws at me constantly' (p.92). They themselves confess to a significant

underestimating of the time problem:

What we did not necessarily foresee at the outset of the study was the profound effect that

intense reform agendas and structural changes based on time would have on teachers' lives in

the worþlace. (Adelman & Walking-Eagle, 1997,p' 107)

7. FUNDING

Money frequently features in discussions of educational change. It seems obvious that new

resources and staff support mechanisms have costs attached to them; that, perhaps, is why the

long standing disputes over funding ¿urangements for government and non-government

schools in Australia have been re-ignited recently at a time of increasing concerns over

quality and relevance of schooling. Certainly, Stoll and Fink (L996,p. 17) acknowledge that

'system support in the form of money is crucial to sustain reform initiatives in schools'.

However, as they describe the Halton Effective Schools Project, which set out in 1986 to use

school effectiveness principles to improve the quality of learning for 44,000 students in 83 of

Ontario's elementary and secondary schools--change on a large scale, indeed-Stoll and Fink

observe that large sums were not required. In fact, 'the most any Halton school received was

$1,500' (p. 17).This figure has to be adjusted for nearly two decades'inflation, but the point
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may still be valid-large sums are not essential, and arguments to the contrary may merely

'provide an excuse for inaction' (Stoll & Fink, 1996, p. 17).

Much the same point was made by Buckingham about the Australian context. After noting

that the supposedly under-funded government schools actually received, on average, a sum

greater than the average for non-government schools, she concluded that the'problem is not

how much we spend but how we spend it' (2004, p. 16). On the same page, it was reported

that, in a country accused of 'starving the public education system of funding ... public and

private spending on schools increased as a proportion of gross domestic product... [and]

Australia now ranks third out of 30 OECD countries' (Harrison,2004, p. 16). It is possible

that a party political case was being made in both articles but, if the figures are acctfiate, a

reallocation of resources-and a resorting of priorities-may release sufficient funds to

support innovation on a large scale.

Such a redesigning of the way resources are allocated may bring confrontation with

established procedures and expectations, but Miles and Darling-Hammond assert that'the

biggest constraint may be lack of vision' (1998, p.27). They point to five very different, but

successful high schools that have rethought'the ways school resources are used [while

workingl largely ... within existing salary structures ... [and without increasing] the use of

technology in the classroom' (p.27).

Pedagogic innovation, it seems, will be significantly enhanced by innovative thinking in the

related fields of finance and management.

8. TFIE HUMAN DIMENSION OF CHANGE

It is difficult to foresee imminent changes to the pattern of secondary education whereby

students between the ages of thirteen and eighteen carry out their learning in groups of up to
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thirty, usually in rooms shut off from similar groups further along a corridor. Not for them the

unstructured, self-directed exploration they knew in the kindergarten; rather, their learning is

dominated by the need to cover the syllabus. Coordinating the learning in the classroom is a

teacher, who has the power and indeed the obligation, to manage decision-making and

activities in that classroom. At times, the leamingmay take place in a variety of other

locations-in a well-equipped specialist aÍea, oÍ under a tree in the grounds, or off campus on

an excursion-but the teacher will be in command. There will, of course, be similar classes

operating elsewhere on the timetable and in the building, and the teacher will have colleagues

and a team leader in the faculty, as well as a hierarchy of managers in the school and the

system. Nevertheless, when students and teacher step into the learning space, the class is the

unit of learning activity, and the teacher will determine what the learning task is to be and

how it will be approached.

Thus, there is a certain inevitability about the assertion of human influence in programs of

educational change. While'drop-in'programs remain discredited, and existing school

affangements persist, it seems inescapable that the school will be the arena for change and the

people at the end of the implementation chain-individual teachers and the class of students

that happen to be with them at any given time-will be the prime agents of implementation

(Miles, 1998; Mclaughlin, 1998). Nevertheless, teachers value opportunities to discuss their

work with colleagues and to be involved in collegial activities. This is no random grouping,

however. As Mclaughlin (1998, pp. 76-8) explains, while the state or system may have

defined 'teachers' sense of professionalism and esteem', it tvas the school that 'created an

overall frame for school-teaching, and established priorities for practice and general norms of

collegiality and learning'. In the final analysis, however, it was the:

... proximate context, the professional setting closest to school-teaching, [that] had the

greatest influence on how teachers understood their roles and the expectations they established
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for teaching and learning. Whether reflexive conservatism or reinvention described

schoolteaching depended in fundamental ways on the character of teachers' closest

professional community . (p. 7 6)

It may sometimes be difficult to specify the exact composition of the proximate context. Is it

the friends doing battle in animated hands of bridge at lunchtime? Or those who share

responsibility for the pastoral care of a group of students? The subject department in which

they work? These questions emphasize the Rand Study's distinction between the influence

exerted by weak or strong sub-groups, social or professional sub-groups within a school. Even

more importantly, the potential is underlined for a strong proximate context to be either a

powerful ally for, or an influential opponent against change.

Thus, the subject department in a secondary school can be the crucial factor in pedagogic

change. As the Rand Change Agent Study pointed out, the subject department can be a

leaming community that generates'dffirent kinds of lcnowledge' andundertakes 'dffirent

types of action', from what an individual in isolation might achieve:

Learning communities propelled members together to discover new knowledge and

understandings through social means. Change that directly challenges institutional norms and

roles requires rethinking existing routines, adding nelv things to an instructional repertoire,

learning when and how to use new practices as well as established routines. Debate and

argument among members of a professional community forge and sustain these new

conceptions of practice. A teacher cannot argue alone! Community was essential to

"unlearning" and reinventing "sacred stories" of traditional practice. (Mclaughlin, 1998, p.

77)

The school may be the focal point, but the working units for change appear to be the

individual teacher and his or her subject department(s).
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At this point, it might be appropriate to affirm the relevance to successful pedagogic change

of all the factors discussed in this section. Goals, choice of approach, typical trajectory of the

process, quality of leadership in the project, impact of contextual factors, and the availability

of adequate time and funding---each appears to demand attention. In Chapter Seven, teachers'

views on these topics will be reported. It must be said, however, that one important outcome

of the National Schools Project was to question the influence of frame factors and to

emphasize the human dimensions of change:

Although the National Schools Project may have stimulated innovative thinking and practice

in schools . . . the Project appeared to have produced little, if any, restructuring of the

regulatory frame work, leading . .. fto the conclusion] that the habits of mind and historically

embedded taken-for-granted practices of schooling are much more restricting than any

demarcation or limits. (Ladwig et al., 1994, p. 35)

Campbell and Campbell (1999) would agree, but emphasize the potential of the human

dimension. Their experience, as they studied six schools adopting multiple intelligences

theory as a framework for teaching, was that 'meaningful restructuring first takes place within

the minds of teachers and their beliefs about the nature and possibilities of their students.

From these, all else follows' (p.97).

9. FAILURE TO UNDERSTAND TIIE PROCESS

Perhaps the most confronting lesson of all has been embedded in Elmore's assettion that

projects aiming to reform classroom practice seldom'embody an explicit theory about how

human beings learn to do things differently' (I996,p.24). He claims:

One of the most robust findings of my 25 years of research in policy implementation is that

policy-makers usually know shockingly little about the problems for which they purport to

make policy. (Elmore, 2003,p.6)
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Sarason's advice, now more than three decades old, still has relevance and urgency. By I971'

he had already expressed concern that change was frequently deemed an entity which could

be 'introduced'to a school, whereas he viewed it as a process. Too often an outsider promoted

a change project without due regard for the dynamic and complex culture of the school, and

without 'a theory of the change process' (197I, p. 2). Some change agents, he said, seem to

'assume that either by prayer, magic, sheer display of authority, or benevolence, the letter and

the spirit of the changes will not be separated from each other' (197I, p. 8). He urged those

who sought to change schools to formulate 'testable theories of how school works, the

conditions wherein it changes and the processes whereby the changes occur' (I971, p.9).

In Part B, nine factors associated with pedagogic change have been discussed. Each has the

potential, on its own, to facilitate change, but if ill-used, also the potential to cause the

innovation to fail. Nevertheless, it is likely, that a student-centred pedagogy-implemented

with due attention to all phases of change and allowing both top-down and bottom-up

approaches in an atmosphere of shared leadership-will be successful. There are some

provisos, however. The human dimension should have priority. The project should be

compatible with the culture and structures of the particular school, resources should be

appropriate, and the problem of time poverty has to be overcome. Above all, the process itself

should be clearly understood. It is this last point that is addressed in Part C.

C. TO\ryARDS UNDERSTANDING PEDAGOGIC CIIANGE

"Change" refers to some form of alteration or substitution, a process of becoming different.

Chin (cited in Tye & Novotney,I975, p.72) describes five levels of change that rise in

complexity from simple substitutions (anew text book, perhaps), through alterations which

provide a substitute that brings some difference (a four-term year), andvariations best
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charactenzed as brief experiments,to restructuring which requires basic reorgarization (from

norm-referenced to criterion-referenced assessment), and ultimately value reorientatizn-t4

reorganization and reappraisal of basic beliefs as to what comprises the good'-as would be

found in a school where traditional pedagogy is challenged by constructivist understandings

of teachers' and students' roles. Amongst Chin's lower levels, we recognize aÍeas where

schools have achieved successful change. It is level five that depicts precisely the kind of

change described in Chapter One-a change in the core of the teaching and learning process.

As Elmore puts it, such a change means change in 'how teachers understand the nature of

knowledge and the students'role in learning, and how these ideas about knowledge and

learning are manifested in teaching and classwork' (1996, p. 2). This most profound level of

change has also been identified by Fullan. He points to the multi-dimensional nature of

innovation, and describes three possible 'components': 'new or revised materials ... new

teaching approaches .. . the alteration of belíefs' (L99I, p.37). Many innovations prompt

changes in all three dimensions, but it is the last that touches most closely the'occupational

identity ... sense of competence . .. and ... self-concept' (p. 40) of those who must revise their

practices.

In this context, the claim that pedagogic change'involves coming to understand and to be

good at something new' (Fullan & Miles, 1992,p.7a\ seems deceptively bland. In fact, it is a

potent declaration that change-the acquisition of new knowledge and skills-must be

equated to deep and complex learning. The reality of converting, for example, to a

constructivist approach to learning and teaching is that an upheaval of established knowledge

and beliefs-about knowledge itself, human nature and motivation, how learning occurs, how

teachers should teach, how students should behave-may have to occur.

Joyce and Calhoun (1998) suggest that the origins of such an upheaval may lie in the

centuries of socialization persuading human beings that learning occurs when experts pass
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their knowledge to novices. A belief in the transmissibility of knowledge and the efficacy of

recitation seems to be 'a broadly cultural phenomenon [that] is massively institutionalized in

the conduct of schooling' (p. 1226).

Another factor consolidating the dominance of traditional patterns of teaching is the way

human beings develop attitudes and beliefs. Text books for educational psychology

(Farnham-Diggory, t992;Mclnerney & Mclnerney,2002; Woolfolk, 2001) explain that, from

the earliest moments of life, human beings are orgarizing thoughts and actions into systems-

schemata-thousands of them, that enable the world to be represented mentally in

increasingly sophisticated ways.

Indeed, Sotto (1994) asserts that human beings always seek to match everything that is

perceived against the huge number of schemata that have been developing since earliest

infancy in the brain. If there is a match, the object, sound, or idea can be identified' If not,

existing schemata must be reorganized or new ones created. Some particularly crucial aspects

of human reliance on schemata emerge during Sotto's review (1994, p.7I) of a case in which

a man, blind from birth, remarkably regained sight in middle age. The patient, although now

sighted, found difficulty in dealing with aspects of the yisible world he had not previously

encountered through alternative senses. He learnt to read documents printed in the upper case

he had experienced with Braille, but was unable to deal successfully with normal lower case

text. Sotto argues that circumstances like these are strong indicators, first, that schemata laid

down in childhood are especially potent, and secondly, that it is not easy to create schemata in

later life. This view is personalized and clarified in an elegant and insightful description of his

own acquisition of schemata by Nobel Prize-winner, Francois Jacob:

... I carry within a kind of inner statue, a statue sculpted since childhood, that gives my life a

continuity and is the most intimate part of me, the hardest kernel of my character. I have been
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shaping this statue all my life. I have been constantly retouching, polishing, refining it. (1988,

pp. 18-19)

A somewhat similar understanding may have prompted Sotto when he insisted that the human

brain is not a blank page but a living organ that processes input in terms of what it already

knows, i.e. what it holds in its schemata.Far-reaching implications flow from this view. All

human beings view situations they encounter through the prism of what they already know

and believe. Teachers, for instance:

. . . teach in the way they do, not just because of the skills they have or have not learned. The

ways they teach are grounded in their backgrounds, their biographies, in the kinds of teachers

they have become. (Hargreaves,l992,p. ix)

Classroom activities are said, variously, to be shaped by 'teacher mind frames' (Tobin, 1990,

p.34), 'values' (Bishop, Seah & Chin, 2003, p. 718), 'values and beliefs' (Tirosh & Graeber,

2003, p. 648), or 'teachers' conceptions of teaching and learning' (de Jong, Korthagen &

Wubbels, 1998, p. 755). Sotto puts it even more bluntly: 'Teachers use whatever method we

do ... because it was used on us' (1994, p. 9). It follows that teachers, administrators and

students will interpret proposals for pedagogic change lhrough their own schemata-what

they know and believe and value. Sotto points to difficulties that might arise because of the

controlling influence of well-established schemata:

If a thing outside one's head is the same as the thing inside one's head, one will be able to

make sense of it.

ff a thing outside one's head is completely different from the things inside one's head, one

will usually not be able to make much sense of it.

If a thing outside one's head is a little different from the things inside one's head, one will

be unsure what one is perceiving-one might even see the things inside one's head. (1994,

p.73)

a

o

a
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It seems likely that, when the things outside one's head are non-trivial-a theory of teaching

as distinct from steps for completing a simple procedure-the scale of reaction is increased,

and the capacity to over-ride existing schemata diminished. This is especially relevant to

teachers whose conservatism, fuelled by their socialization, their own schooling experiences

and their training, is likely to be intensified during the early years of teaching when

inexperience makes the struggle for orderly classes the top priority and a barrier to innovation.

In this context, a useful observation has been made by European researchers, who suggest that

the 'ambivalent character of teachers' conceptions of teaching and learning' can be attributed

to a 'contradiction between teachers' conscious ways of thinking about teaching and learning

and a less conscious way of information processing'. They argue that:

Teachers are often unaware of the extent to which their experiences as a student direct their

teaching behaviour ... [and] the assumption ofa strong influence ofunconscious and early

experiences on actual conceptions also helps to explain why pre-service and in-service courses

are not always successful in creating significant changes in teachers' conceptions. (de Jong,

Korthagen & Wubbels, 1998, p. 755)

That is to say, a consideration of the operation of schemata (or mind frames, conceptions or

beliefs and values) helps to place human responses to innovation in a more favourable light.

Teachers, who in many cases have themselves enjoyed, and succeeded in, the classrooms of

their own childhood, have almost certainly developed strong and persistent schemata for

traditional approaches to teaching and learning. What has sometimes been seen as teacher

resistance or obstruction, may really be a visible consequence of the struggle between long-

held and deeply embedded theories and the uncertainty of new, only partly understood ideas.

Fortunately, old schemata can be unlearnt as a precursor to the acquiring of new and different

knowledge. Insights into how this might take place are offered through the concepts of

assimilation, equilibration, and accommodation. Assimilation is generally understood
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(Woolfolk, 20OI) to occur when new information is fitted into existing schemata. On the other

hand, accommodation takes place when:

... a person must change existing schemes to respond to a new situation. If data cannot be

made to fit any existing schemes, then more appropriate structures must be developed. 
'We

adjust our thinking to fit the new information, instead of adjusting the information to fit our

thinking. (Woolfolk, 200I, p. 29)

In all probability, learning will usually entail a mix of assimilation and accommodation.

Indeed, Strike and Posner, as they discuss the 'prime role' of accommodation in conceptual

change, regard'the distinction between accoÍrmodation and assimilation as a matter of degree'

(1985, p.216). As teachers address the paradigm shift required of them, some may deal with

the challenge in ways that are predominantly assimilative. Others, perhaps a majority, will be

involved in a process that is largely one of accommodation. In either case, the link between

the two will be the process of equilibration-'the act of searching for a balance ... between

our schemes for understanding the world and the data the world provides' (Woolfolk, 200I,

pp.29-30). Thus disequilibrium, a state of uncertainty, discomfort and stress during which

balance is being sought, is an essential component of any major revision of values or attitudes.

The notion of pedagogic change being a process of profound learning offers an explanation of

several change problems:

a. Since the brain must actively process new information-and the more challenging the

information, the more complex the processing-we can understand why teachers have to

be intimately involved in the early stages of innovation if their schemata for teaching are to

undergo accommodation. A similar conclusion will apply to students.

b. All human beings have their own unique set of schemata. Each participant in pedagogic

change, therefore, will have a distinctive path towards that change. It follows that the
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pathways will be of varying levels of difficulty, with perhaps the strongest challenges

confronting those with highly developed and deeply embedded schemata for learning and

teaching-and some of a school's most successful and respected "instructors" may be in

that group.

c. Resistance to change may arise from any number of causes, but managers of change

projects should consider, early in the process, the possibility that a difficulty could be due

to a serious mismatch between a particular person's existing schemata and the new theory;

what may seem recalcitrance, obstruction or inertia may, in fact, be the inevitable outcome

of a human being's very human-ness.

d. Planning for innovation should probably address all the structural and resource issues that

are prominent in the literature,but the fundamental task is to provide opportunities for

complex and difficult releaming.

Re-learning takes place at two levels-in the mind of an individual teacher or student as the

existing practical theory undergoes assimilation or accommodation-and within the

proximate group as the collective code is revised. Part D seeks deeper understanding of the

process of individual learning.

D. INDIVIDUAL LEARNING: CIIANGING A PRACTICAL THEORY

It is likely that a teacher, who is in touch with current educational thought, who is open to

new ideas, and who is already committed to student-centred schooling, might find the idea of

constructivist learning, for example, familiar and congenial. Already close to the concept, the

teacher may need only to extend and refine existing ideas and values. A change of practical

theory for that teacher might be a manageable exercise in assimilation. Another teacher-

successful, confident, traditional-may find the same constructivist theory threatening,
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because the schemata required in this situation will be the opposite of the professional

knowledge, experience and values that previously have proven so effective. For this person, a

change of practical theory presupposes accoÍìmodative learning of significant proportions. It

should be said, too, that the need for accommodative learning is likely to be more prevalent

than policy makers anticipate. Note, for instance, this observation by Hargreaves:

In what I have elsewhere called the pre-professional age of teaching, the technical aspects of

the job were uncomplicated and unquestioned .. . Teachers were (at best) enthusiastic people

who knew their stuff, knew how to get it across and could keep order in their classes. You

learned to teach by watching others do it, first as a pupil, then as a student teacher. After that,

barring a few refinements gained through trial and effor, you knew how to teach and you were

on your own. Although teaching has changed dramatically in recent years, these pre-

professional archetypes ofteaching remainpervasive in our culture. (1997, p. 116)

How can the leaming process that is at the heart of pedagogic change, provide both for the

comparatively simple process of assimilation and for the challenge of accommodation at the

other extreme? This question seems not to attract a lot of attention in the literature, but some

profitable lines of approach are suggested.

Handal and Lauvas (1937) agree with many other writers that it is teachers who largely

determine what happens in their own classrooms. They argue, therefore, that changing

teachers is crucial to the success of pedagogic change programs. As was foreshadowed in the

previous chapter (p.2), they maintain that the strongest determinant of each teacher's practice

is his or her'practical theory' of teaching. Accordingly, any initiative to change the learning

experiences of children must have as its first priority a means of changing the practical

theories of the teachers who will implement the project.
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However, Handal and Lauvas point out that a practical theory is a complex bundle of

elements deriving from personal experiences as student, teacher, parent and community

member, transmitted knowledge, and philosophical, political and ethical values.

A practical theory is, therefore, remarkably durable. Nevertheless, the bundles of knowledge,

experiences and values can never be static but are being continually established because of the

continuing fact of working and living. So, Handal and Lauvas argue that teachers can, and do,

go on changing, largely through the process of assimilation which, as they say, is like adding

new bricks to a 'structure already established' (1987, p. 58). More importantly, they maintain

that large-scale changes-perhaps even the paradigm shifts mentioned in the literature-can

be made. Maintaining their building image, they describe this kind of change activity as

reconstruction:

At intervals ... \¡/e may suddenly be confronted with a situation where our established

knowledge does not suffice to explain our observations. We experience bewilderment and

have to search for a new structuring of our knowledge which can cater for the new experience

-we 
utilize, in a word, accommoclative learning. This means that we have to break up the

framework previously established to reestablish what we know in a new way. (Handal &

Lauvas, 1987, p, 8)

Efforts to bring about a major change in a practical theory must begin with 'each ... practical

theory, seeking to foster its conscious articulation, and aiming to elaborate it and make it

susceptible to change' (Handal & Lauvas, 1987, p. 9). Such a process of conceptual change is

complex, time consuming, uncertain and, for the experienced teacher, threatening.

Given the human tendency when facing the pressures of change to find obstacles where they

may not actually exist, it becomes necessary to help teachers to realize the knowledge and

values that underpin their practice, to confront them with alternatives, and to facilitate their
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resolution of conflicts and contradictions in their practice. Not surprisingly, Handal and

Lauvas resolutely define their discourse with teachers as "counselling". They would insist,

however, that the activity should promote 'the systematic integration of practical experience,

transmitted knowledge and reflection on both' (p. 32) andbe seen as a'conceptual strategy' (p.

30) not the creation of a recipe.

The focus for the work of Handal and Lauvas has been the pre-service education of young

teachers, but the relevance for more experienced teachers of the notion of cultivating personal

and collective codes is also strong. The preferred strategy of Handal and Lauvas of

documenting intentions prior to pre- and post-lesson discussions could readily be adapted to

become an activity for collaborating focus groups within a school undertaking change.

The importance of confronting alternatives as the forerunner to change of practical theory is

supported by Sotto, whose own experience had shown how aimless some attempts to change

pedagogy could be:

Sometimes there would be a few things I wished I had said or done a little differently. But

there was never anything solidly "there" which gave me any clues about how I could improve

... I had no analytical tools with which to examine my teaching. (Sotto, 1994, pp. 8-9)

His simple example of changing one's grip on a tennis racquet points out that two things must

occur:

(a) The incorrectness of previous [un-tutored] learning should become apparent; and

(b) The learner should persist in a more appropriate way of behaving-in spite of the

discomfort and failure which this may initially cause-until new schemata become

established. (Sotto, 1994, p. 98)
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He emphasizes the importance of four activities: discovering a mistake (a word, perhaps, to be

avoided in the staff room), having an opportunity to learn more appropriate skills or

information, being 'able to cope with the stress that acting in a new way may initially cause'

(p. 99), and persevering. Reviewing lessons gained from the implementation of the Kentucky

Education Reform Act 1990, Holland also concluded that change began with the individual

and depended on 'an intensely personal decision to try something new [and] ... a broad belief

that doing something differently [would] make it better' (1998, p.26).

Interestingly, confronting the threat engendered by new ideas is central to Schon's (I97I)

explanation of how change occurs. He argues that dynamic conservatism can not be overcome

without some anxiety. He, too, suggests an identifiable pattern to the process. A person in a

state of stability encounters a crisis which threatens the regularities of existence. The person

fights to retain stability, but if the change is sufficiently disruptive and generates sufficient

energy to overcome the conservative efforts, the person passes through a threshold of change

into a situation of instability. The process then becomes self-sustaining, moving the person

into exponential change, until another level of stability is reached and dynamic conservatism

is reasserted.

The idea corlmon to both Schon's and Sotto's suggestions is that any sense of equilibrium is

disrupted. It is also worth observing that perseverance in the face of thirty sceptical Year Ten

students may be a luxury not fully appreciated by proponents of change, but the support of

colleagues and the active involvement of students will probably ease the difficulty.

Huberman (I992a) found indications of a strong conservatism (or resilient practical theories,

as Handal and Lauvas might describe it) amongst teachers. IIis research, however, offers

some grounds for guarded optimism. About 40 per cent of teachers in three experience
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groupings (11-19; 20-29;30-39 years of teaching) reported a phase of renewal that had arisen

from such diverse origins as promotion, structural reform and, significantly for those seeking

a potent example of disequilibrium, the students'rebellion in Paris in 1968. Clearly, there are

points in their careeÍ where teachers are open to change, and the motivating factors seem

often to be associated with new responsibilities and/or intellectual challenges. A cautionary

note for those who would undertake educational change comes as a rider to Huberman's

research. In most cases, teachers who had experienced the vitality and expansiveness of

renewal moved on to a phase of refocusing. Some teachers maintained a 'resolutely positive'

approach, but now began to curtail their involvement. This meant:

... focusing on a preferred grade leveVsubject matter or type of pupil; disinvesting in school

work and increasing outside interests; reducing contacts with peers other than those of one's

most convivial group; avoiding additional administrative tasks or out-of-hours commitments;

and not getting involved in future school-wide innovations. (Huberman,I992a, p. 130)

And these were in the positive group! Others were characteized either by defensive

focusing-they exhibited traits similar to those just described, but with a decidedly

antagonistic tone-or by disenchantment, with its overtones of fatigue, lassitude and bitter

opposition to administrators.

Fortunately, there was strong statistical evidence in the study for nominating two factors that

promote an ultimate phase of satisfaction amongst older teachers and thus hold ajar the door

to pedagogic change:

1. Consistent small-scale efforts to improve student learning and to attain higher levels of

efficiency in classroom management. Teachers themselves referred to this as 'tinkering'

with new materials, different pupil groupings or small changes in grading systems.
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2. Periodic but fairly slight adjustments to work load and responsibilities, especially if

sought by teachers themselves to counteract perceptions of approaching staleness.

A third factor that emerged was associated not so much with the closing years of a career but,

more significantly, with levels of professional satisfaction throughout the career. Huberman

says that sustained professional satisfaction emerged from:

... the experience of achieving significant results in the classroom .. . a long, almost magical

string of years in which apathetic pupils came alive, classrooms btzzed with purposeful

activity, relationships with pupils were intense, and performance levels were well above

aveÍage.In many instances this corresponded to a major instructional shift on the teacher's

part-to a new set of didactic materials, to a more diagnostic approach to an interest-centred

curriculum-which brought in its wake some exceptional results. (Huberman, I992a, p. 131)

Moreover, nearly three quarters of Huberman's subjects preferred to approach one of these

major instructional shifts through little experiments and a trial and effor process (397o) or

personal research (227o) or with a small group of colleagues (L3Vo). Only IVo sought recourse

to specialists in the field. It would appear, therefore, that the paradigm shift being sought for

education is unlikely to be achieved in one revolutionary thrust. Huberman describes a

teaching force that will commit-if at all-only to student-focused, classroom-based,

experiential and incremental refinement of their work, Wider concerns both for the quality of

students' learning and the national interest will insist that the process of changing pedagogy

must be less haphazard, less private, but it must also be 'grafted on to the ways in which

teachers spontaneously go about tinkering with their classrooms' (Huberman,l992a,p. L37).

Huberman proposes a number of areas for consideration. He seeks, first, to have in schools

more colleagues who are competent to offer quality advice when approached. This accords

with the decision many years ago to appoint professional tutors to English secondary schools
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(Stenhouse , 1975, p. tll) as envisaged in the James Report. Similar appointments have

increasingly been made in Australia, especially in non-government schools which do not have

the structural support afforded by membership of a school system. Roles for faculty leaders

have also been expanded to include some of the functions of a professional tutor.

Second, he sees that it is essential to move resources and personnel out of central offices and

much closer to, if not actually in, schools, where their task is not to offer courses, but to

provide 'backing for temporary groups of teachers working in a problem space that is

collectively meaningful and is usually of some urgency' (p. 138).

Third, he advocates a strategy for staff development that obliges teachers to experiment in

their classroom with skills or strategies that are being discussed, and to share data with

colleagues undertaking similar classroom studies. While this approach is consistent with

teachers' own preference for tinkering in their classroom, Huberman asserts that:

... loosely structuring this process should raise it to a much higher power when one brings into

it peers trying out similar approaches, opportunity for ongoing exchange, access to consultants

or to fellow craftspeople slightly more skilled in this area than oneself and, probably, more

intensity and care than one would spontaneously put into it if one were alone. (p. 138)

Such a program would maintain a tighter focus for group work and provide incentive for the

solitary, the disengaged or the suspicious to become involved. Finally, he hopes to break

down the territorialism of teachers and replace it with a more open, collaborative ethos, in the

hope that there could be promoted a quite different professional life cycle in which routine is

no longer a barrier to change.

The insights into teachers'work patterns and cateer cycles contributed by Huberman's

research add insights and strategies to the principles proposed by Handal and Lauvas, Sotto,
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and Schon. In combination, they provide useful ideas for those struggling to reconcile the

realities of teachers' preferences with the challenge of pedagogic change.

Much of the work done in the area of conceptual change resonates with the concern of Handal

and Lauvas to change practical theory. Those who have written about the learning of science

in schools tend to explain change as the replacement of narve theories by scientifically correct

information (Champagne, Gunstone, & Klopfer, 1985; Strike & Posner, 1985; Vosniadou,

1994).It is thought to be a rational process, motivated by dissatisfaction with existing

conceptions and supported both by sufficient understanding of the new conception and by

perception that the new conception is plausible and useful (Strike & Posner, L985,p.216).

The preferred methodology of change may therefore be the confrontation of the old by the

new (Lyndon, 2000). An alternate view (Caravita & Hallden, 1994; Spada, 1994) recognizes

the reality and the utility of retaining old ideas; change thus becomes the extension of

conceptions held by the learner. It is generally agreed, however, that the process is neither

easily nor swiftly achieved.

Moreover, even if individual change is proceeding satisfactorily, the next step in school-wide

pedagogic change-bringing together the refurbished practical theories of individuals to form

an organization's collective code of practice-demands attention. This topic is explored in

Part E.

E. ORGANIZATIONAL LEARNING: CHANGING THE CODE

Taking account of factors such as the diverse curriculum, teacher specialization, semester

subjects, and regular staffchanges, it is quite feasible to place the typical secondary student in

the classes of almost fifty teachers-and, therefore in contact with almost fifty practical

theories of teaching<ver the course of the five years that are standard for South Australian
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secondary schooling. Such differences in pedagogy and personality have the potential for

producing a kaleidoscopic blur rather than a coherent approach to learning. In fact, Handal

and Lauvas point to serious difficulties that may confront students as a result of the

methodolo gic al freedom traditionally accorded teachers :

From the pupil's point of view ... such discrepancies in practical theories among their teachers

may be quite an exhausting element in their school experience. They are the ones who

constantly have to adjust to differences in practice due to differences in the theories which

prescribe that practice. (Handal & Lauvas, 1987, p. 14)

For the sake of students, then, it is important for teachers-who share with colleagues similar

students, syllabuses, work conditions, training, and values-to maximize theit shared

knowledge, beliefs and practices while minimizing contradictions and incidentally

surrendering some of their professional autonomy. kr this way, 'through long and continuous

dialogue [and] ... collective reflection ... upon ... collective insight into practice' (Handal &

Lauvas, 1987 , pp. I4-I5), a shared practical theory for teaching begins to emerge. Handal and

Lauvas refer to this as the teachers'collective code. If, in the traditional setting, it is in the

interests of students for their teachers to develop a collective code, no matter how

rudimentary, it seems much more urgent in school-wide pedagogic change that every effort be

made to achieve, not uniformity, but consistency in the new approach to learning. In fact,

where the change is profound, the revision of beliefs and values about learning and teaching

has to embrace as great a number of teachers and students as possible, and become as secure

as possible in the shortest possible time. If that does not occur, the absence of committed

collegial support and the resurgence of earlier schemata may subvert the initiative.

Thus, staff development, perhaps better understood as helping teachers learn to do familiar

things differently, becomes integral to the project (Dalin, 1998; Fullan, 1986, 1997,1998;

Hargreaves,1997; Hargreaves & Moore, 1999; Hopkins, 1998; Miller, 1998). The term that
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best captures the essence of this approach is reculturing, for an extensive revision of the

school's ethos is, indeed, underway.

This is no easy task. Darling-Hammond points out that:

Acquiring ... sophisticated knowledge and developing a practice that is different from what

teachers themselves experienced as students requires leaming opportunities for teachers that

are more powerful than simply reading and talking about new pedagogical ideas. (1998b, p. 8)

She follows with a list of successful strategies that are:

. experiential, engaging teachers in concrete tasks ofteaching, assessment, and observation

that illuminate the processes of learning and development;

r grounded in participants'questions, inquiry, and experimentation as well as profession-

wide research;

. collaborative, involving a sharing of knowledge among educators;

r connected to and derived from teachers' work with their students as well as to

examinations of subject matter and teaching methods;

. sustained and intensive, supported by modeling, coaching, and problem solving around

specific problems of practice;

r connected to other aspects of school change. (Darling-Hammond, 1998b, p. 11)

Hargteaves'recommendations are very similar. He says that a program of shared professional

learning succeeds when:
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Zmuda, Kuklis, & Kline are amongst the more recent authors to reiterate the centrality of

professional development programs. Their prescriptions-more management-oriented than

Darling-Hammond's or Hargreaves'-proceed through six steps that begin with the

identification of core beliefs, proceed in turn to defining how core beliefs translate into

practice, analyzingdata to determine disparities between vision and reality, identifying

changes that will close gaps, and developing an action plan for supporting all aspects of the

innovation before embracing collective autonomy and collective accountability (2004,p.6).

A program that aims at teaching teachers a new "correct" pedagogy, even in the mildest of

confrontational ways, is likely to struggle on account of the durability of long-held ideas and

the human trait of resisting change. On the other hand, an action-based exploration of new

student requirements can be the vehicle for successful change. Significantly, those who write

about conceptual change seem to share with Handal and Lauvas, and Hubelrnan, a belief that

the process of accommodation is the key to successful change of pedagogy. For example,

Keiny (1994) reports considerable success in transforming teachers'conceptions about their

work and the roles of their students. Initially staff at the comprehensive school at Yerucham

in Israel expressed strong belief in the instrumental role of teachers and the passivity of

students. As they took on the role of a community school, it became clear that such a project:

... required a new way of thinking about school, with respect to subject matter, teaching

strategies and the learning process...[as well as] a change in the conventional conception of

school<ommunity relationship. (Keiny, L994, p. %a)

Equipped with a broad understanding of what a community school should seek to achieve,

staff established curricular links with industries in the town, and students began their off-

campus learning activities. As the process unfolded, teachers found professional development

opportunities in three different contexts:
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a. They were able to learn 'through a direct encounter ... with the industries or institutions as

working places'.

b. They leamt 'from their students'experiences'.

c. There was 'peer learning in the teams through a dialectical process of reflection'. (1994, p.

234)

Reflective comments at the end of the second year of the project showed an almost total

reversal ofpedagogy. Teachers had gained confidence in their students'capacity to learn by

direct encounter, and to disptay resourcefulness and responsibility. Keiny makes the point

that:

... conceptual change is a process that occurs in two interdependent contexts; a social-

theoretical locus which is a reflective group where teachers can voice their different ideas of

teaching and through a dialectical process ofreflection, reconstruct their pedagogical

knowledge, and a practical context, or the teacher's actual practice, where he or she can

experiment their new ideas and reflect on (or in) their experience. (1994, p.232)

A similar report from Florida (Jakubowski & Tobin, 1997) shows how mathematics and

science teachers from four elementary schools were involved in a program that began with a

20-day suÍtmer school of workshops and course planning, followed by the actual trialling in

schools and reflective meetings over a span of eighteen months. The study confirmed that

'personal epistemologies influenced teachers' conceptualizations of their roles and associated

beliefs' (p. 20S). During the project, teachers came to accept a more facilitating rather than

didactic role, and students took on more autonomy and were more active and dynamic in their

learning. The keys to these changes \ryere:

a. teachers were committed to changing an aspect of the classroom environment;

b. they constructed a vision of what mathematics and science could be like;

c. they reflected on their cognition and practices. (p. 213)
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Also significant was the provision to each school of a full time substitute to support school

based planning, observation, research, and consultation within the mathematics and science

departments.

It is clear that Fullan's classic identification of ten assumptions basic to successful educational

change continues to have striking relevance for those enmeshed in change. In significantly

abbreviated form, the assumptions are:

l. Do not assume that your version of what change should be is the one that should or could be

implemented.

2. Assume that any significant innovation, if it is to result in change, requires individual

implementers to work out their own meaning.

3. Assume that conflict and disagreement are not only inevitable but fundamental to successful

change.

4. Assume that people need pressure to change (even in directions that they desire), but it will be

effective only under conditions that allow them to react, to form their own position, to interact

with other implementers, to obtain technical assistance, etc. Unless people are to be replaced

with others who have different desired characteristics, relearning is at the heart of the change.

5. Assume that effective change takes time.

6. Do not assume that the reason for lack of implementation is outright rejection of the values

embodied in the change, or hard-core resistance to all change.

7. Do not expect all or even most people or groups to change.

8. Assume that you will need ... evolutionary planning and problem solving models based on

knowledge of the change process.

9. Assume that no amount of knowledge will ever make it totally clear what action should be

taken.

10. Assume that changing the culture of institutions is the real agenda. (1991, pp. 105-7)
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Furthermore, Fullan nominates two factors coÍrmon to successful school reculturing:

authentic pedagogy (teaching that requires students to think, to develop an in-depth

understanding, and to apply academic learning to important realistic problems), and student

learning.

the centrality of individual motivation and social relationships. (Fullan, 1997 , p.227)

a

a

In his interview with Dennis Sparks (2003), Fullan suggested that two separate

characteristics-the extent to which teachers are knowledge rich, and the extent to which

teachers are able to initiate change-combine to shape innovation. He argues that early

attempts at educational change, which were driven by uninformed professional judgement,

gave way in turn to uninformed government prescription and then informed prescription.

Now, he argues, it is necessary to establish cultural change through informed professional

judgement. He makes the case for returning the responsibility for achieving pedagogic change

to those within the schools.

It follows that, if pedagogic change is dependent on the capacity of individual teachers to

revise their practical theory of teaching and for proximate groups to revise their collective

code, it is essential that a program of professional learning should provide learning

opportunities for individuals, subject department groups and the whole staff. In other words,

the school must become an authentic learning organization, which, in Fullan's terms, might

mean teaching that requires teachers to think, to develop an in-depth understanding, and to

apply their pedagogic learning to important, realistic problems in their own classrooms.

Authentic pedagogy should reach the other occupants of classrooms, too. Part F discusses the

role that students might play in a change of pedagogy.
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F" THE ROLE OF STT]DENTS IN PEDAGOGIC CHANGE

To this point, attention has been fixed on how teachers might revise their own practical theory

and the collective code they share with colleagues. It is important to acknowledge, now, that

in each secondary classroom there will be up to thirty or more students, each of whom

possesses a practical theory of learning and teaching that (in South Australia) has been honed

by a minimum of seven years schooling. It is possible that, having been conditioned

throughout their school years to accept the passive role required for the transmission of facts,

they might become an 'unwitting barrier' to change (Hopkins, Ainscow, & West, 1994, p.

195). Rudduck, too, is aware of this potential:

Where innovations fail to take root in schools and classrooms, it may be because students are

the guardians ofthe existing culture, and as such represent a powerful conservative force ...

Unless we give attention to the problems that students face, we may be overlooking a

significant feature of the innovation process. (cited in Rudduck, Day, & Wallace, 1997, pp.

74:t5)

A more positive view is that students can be powerful allies during a program of change. If

consulted, they are capable from an early age, of providing feedback that is surprising to some

teachers in its candour and insight. Dalin (1998) believes that students'intuitive understanding

----especially in the secondary years-makes them a valuable human resource that should be

involved in discussions on a regular basis. Some schools achieve this, but appear to be a small

minority. Nor does the literature on educational change abound with descriptions of student

participation. Perhaps the mindset continues that students have little to contribute to the

process of pedagogic change. Such an interpretation might explain why Stoll and Fink (1996,

p.25) allude to student input to reform at Frontenac Public School but omit them from the list

of community groups consulted.
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Australian conditions may be no different. The Course Experience of Year Twelve Students

survey (Long & Robinson, 1995) provides a salutary overview of opinions obtained from our

most senior secondary students. Approximately 2,100 students responded to a questionnaire

that sought judgements about the quality of teaching, the clarity of goals and standards,

assessment, and workload. After combining the 'always true' and'frequently true'responses

(and discounting 'half+ime', 'sometimes', and 'rarely' responses),65Vo of respondents said that

they had a clear idea of expectations and standards,53Vo agreed that teachers made it clear

from the start what they expected of students, but a mere 24Vo sud they often discussed with

teachers how they were going to learn in the course. A slightly higher percentage (33Vo)

believed they were able to work through what they had to leam in the way that most suited

them. These results appear to confirm the persistence of teachers' codes that promote passive

learning for many students, even at Year Twelve level.

The essence of the pedagogic change proposed for schools early in the twenty-first century is

that students should be actively constructing their own knowledge. Students, in fact, seem

able to make that kind of transformation with ease. They can also be very clear about what

they want in their school experience. They define the qualities they desire in teachers with

precision and offer such highly perceptive suggestions for school improvement as:

a. Giving each year of secondary school a distinct identity ...

b. Creating time for dialogue about learning ...

c. Helping students explore standards for judging quality work in different subjects ..

d. Making time for teachers to talk individually with students about their work ...

e. Responding to the problem of "catching up" for students who have missed work.

(Rudduck, Day, & Wallace, 1997, pp. 85-6)
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Underpinning and linking all the findings that Rudduck, Day, and'Wallace (1997) report is

students'insistence on six fundamental qualities: respect, fairness, autonomyr intellectual

challenge, social support and security.

Like Elkind(I997),Rudduck, Day, and IVallace point to the increasing maturity and

sophistication of adolescents-attributes that many schools seem not to have acknowledged:

Out of school, rnany young people frnd themselves involved in complex relationships and

situations within the family or peer group. Many carry tough responsibilities, balancing

multiple roles and often finding themselves dealing with conflicting loyalties. (Rudduck, Day,

& Wallace, 1997,p.89)

But schools, they claim, seem to be holding their pupils in the 'quarantine of childhood' (p.

S9). It is not standard procedure to consult students about important educational changes.

Students seldom take active parts in the introduction of new projects; their perspectives on

changes that will be central to their school life are sought infrequently.

Perhaps teachers are reluctant to confer power on students for fear of losing authority in the

continuing matter of discipline. Perhaps the explanation lies in the inertia of centuries of

habit. Perhaps students' voices are neglected because the collective code of educators depicts

students as having nothing to contribute to discussions about the big educational issues. This

last suggestion may lie at the core of the paradigm shift that has reverberated through the

pages of this and the preceding chapter. At the Colin Thiele Lecture in 1999, Comber referred

to the 'enormous amounts of stillness' (my notes of the lecture) in Australian classrooms. She

challenged her audience to tune in to the voices of students, to use learners as 'informants of

our practice'and to ensure that educational research is used to 'disrupt and challenge the

cliches that determine our practice'.
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G. ORIENTATION TOWARDS SECONDARY EDUCATION

While those who work in early childhood settings, primary schools or tertiary institutions may

find much in common with those who deal with students in Years Eight to Twelve, this

investigation concentrates on secondary education. There are several reasons for this

approach.

First, personal interests and experience, in combination with the perception that secondary

schools are comparatively under-examined, have prompted the limitation of the investigation

to a feasible and useful field.

Second, the secondary school population is distinctive in a number of ways. Students in the

thirteen to eighteen age band move beyond compulsory attendance during Year Ten, but are

obliged to complete Years Eleven and Twelve to gain certification of satisfactory completion

of secondary education. The South Australian Certificate of Education (SACE) is a typical

example of how externally prescribed patterns hold many adolescents at school in order to

acquire a qualification for employment. This occurs at a time when school rules, the

obligation to wear a school uniform, structures that require regular and punctual attendance,

and expectations of three hours homework each night begin to chafe. An interesting blend of

accountability, responsibility and behaviour management marks off secondary education from

earlier and later stages, thereby conferring on secondary teachers a distinctively challenging

work context. The fact that parental concerns for their children's achievement levels also

appear to reach a peak during the secondary years intensifies the expectations placed on

teachers. In such a climate, there is a press towards conservatism and caution rather than risky

experimentation in the classroom. Change, therefore, is likely to be more difficult to achieve

than in a primary school.
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Another distinctive feature of secondary schools arises from their very nature. Because they

tend to be large organizations and are staffed by specialists, they employ a large number of

teachers with a diverse range of qualifications and interests. As a consequence, secondary

schools have a characteristic culture and management structure which, as has been noted

earlier, is described by Handy and Aitken (1986) as lying somewhere between a ponderously

conservative hierarchy and a loose affiliation of highly individualistic professionals. One

implication of this view is that adventurous and broadly adopted pedagogic change will be

more difficult to achieve at the secondary level.

Finally, there is the issue of consistent innovation across year levels, subjects and classes

within subjects. It might be noted that a Year Eight student, undertaking a typical course, is

likely to have ten and possibly fifteen teachers during a normal year. If the school is of

moderate size, with an enrolment of about six hundred and fifty students, at least forty

teachers-probably more-would have some responsibilities for Year Eight students. These

numbers illustrate the size, complexity, and the problematic nature of any change of pedagogy

in a secondary school. Nevertheless, there are some principles emerging from the literature to

inform change projects. They are summarized in Part H.

H. ACHIEVING PEDAGOGIC CHANGE

One conclusion emerging from this review of some of the educational change literature is that

changing what human beings do in classrooms is a difficult process. That is scarcely

surprising since the strands that run through the topic are multiple, and inter-connected. The

major themes can be summarized in seven propositions that might stand as principles for

pedagogic change in secondary schools, and form the theoretical framework for the present

investigation:
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1. Given current demands for a genuinely student-centred, constructivist approach to

learning, together with an emphasis on the acquisition of higher-level thinking processes,

there should be significant changes to the current practices of most teachers.

2. Agents of pedagogic change should understand that they are instituting a complex and

difficult process of conceptual change. Because change presupposes radical alterations to

the personal practical theories of many individual teachers and students, the collective

code of staff and students, and the culture of the school, appropriate strategies ought to be

adopted.

3. The process whereby teachers and students are able to achieve changes to current practical

theories may best be understood as a combination of assimilative and accommodative

learning. Essential to the change process is the availability of a coherent and acceptable

alternative to the theory being changed.

4. Teachers prefer to consider new theories of teaching within subject department groups

where theory can be applied to their immediate practical context'

5. Managers of change should bring to their role an understanding of the nature of the

change process, the complexities of teachers' work, and the culture of the particular

school. Such understandings would then inform the management of their particular

project.

6. Managers of change should be alert to the potential for structural and administrative

factors either to facilitate or to obstruct change, and to make the necessary adjustments

7. Schools have the responsibility to involve in the change process the students whose

interests must stand at the core of the change, thus giving it validity and sustainability.
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It is appropriate for detailed research to focus on any one of these elements of the change

process, but those managing a project for pedagogic change in a school will be obliged to

attend to all of them simultaneously. For change managers, it would be invaluable to possess

one clear, over-arching precept that goes to the heart ofchange, yet encompasses all ofthe

principles above.

The primary hypothesis of this study is that a successful, school-wide change of pedagogy is

dependent on the alignment of multiple practical theories of learning, teaching, managing and

changing to form a cohesive code for pedagogic change.

Chapter Three provides details about what information was gathered for this investigation,

who provided it, how it was analyzed, and what steps were taken to draw and validate

conclusions.
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Design and Methodology

Chapters One and Two have argued that, if educators are to respond appropriately to the

community's five-fold demands-for more effective teaching in the present curriculum,

enhanced pastoral care, adaptation to new technologies, revision of educational goals, and the

application of a new paradigm for learning in the twenty-first century-they must first,

individually and collectively, refresh or renovate their teaching behaviours. In particular,

Chapter Two has emphasized the assertion of Handal and Lauvas that a teacher's 'practical

theory of teaching ... is subjectively the strongest determining factor in her [or his]

educational practice' (1987, p. 3). That is to say, the starting point for change is in the mind of

each teacher, with the theory expanding thereafter to an informal code of practice shared with

immediate colleagues. Since Chapter Two has also noted high failure rates for educational

initiatives, it would seem imperative to investigate the capacity of individual practical theories

and collective codes of practice to determine the success or failure of pedagogic innovation.

Thus, the driving principle of this study has been to listen attentively to the inner circle of

participants in educational change. In this respect, encouragement has been gained from

Wiersma's observation that:

... research on instruction in the schools should, at least io putt, be ethnographic research

[and] .. . the meaning of reality is in essence, in the 'eyes and minds of the beholders', the way

the individuals being studied perceive their experiences. (1995, p.250)
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Accordingly, the core activity of this qualitative investigation has been to gather personal

accounts of experience from those most intimately involved in pedagogic change. Three

distinct sources of information have been accessed: memoirs provided by trainee teachers in

the Graduate School of Education at the University of Adelaide, transcribed interviews with

teaching staff of two non-govemment, non-Catholic secondary schools, and transcribed

interviews with groups of students from those schools.

Two closely related lines of enquiry have been followed. One was to investigate whether the

practical theories of individual teachers and students engaged in pedagogic change, and their

collective codes, were susceptible to change. The second was to examine what factors were

deemed by participants to have either facilitated or encumbered the change process.

The methodological aspects of processing the memoirs provided by trainee teachers are

discussed in Part A of this chapter, while issues associated with interviews of teachers in the

two schools are reported in Part B. Methodology issues associated with interviews of groups

of students in the same two schools are reported in Part C of this chapter. Each of Parts A, B

and C of this chapter deals, in turn, with the context of the investigation, the gathering,

displaying, and, analyzing of data, and the drawing and verifying of conclusions.

A. TRAINEE TEACHERS

1. CONTEXT

During 2000 and 200I, written information was gathered from students enrolled in the

Graduate Diploma in Education (GDE) course at the University of Adelaide. These men and

women, already holding at least one tertiary qualification and, in many cases, coming from

successful employment in a field other than education, were now approaching the end of an

intensive, one-year program of preparation for secondary teaching. Because many of these
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people were likely to have undergone a far-reaching revision of their ideas about teaching and

learning, they seemed ideally positioned to comment on the experience of theory change.

As part of their assessment in the subject known as Student-Teacher Interaction in the

Classroom (frequently abbreviated to the acronym STIC)-an introduction to learning, human

development, classroom management and communication-these trainee teachers were

invited to reflect on their own development as teachers during the course. Their papers,

carefully crafted for assessment, often exceeding 3000 words, and candidly discussing

personal experiences, have proven to be a valuable resource.

In recording memories of quite recent experiences of reflecting in and on practice (Schon,

1983), these pieces of autobiographical writing blend the immediacy of journal entries with a

more measured appraisal of those experiences. That is to say, as Clandinin and Connelly

assert, 'when autobiographical writing is shaped into an autobiography or memoir, it is a

research text' (1994, p. 42L).It is true that such a research text may be selective and

subjective, but it is likely to emphasize events and ideas that have become important,

continuing influences in the lives of the writers. Wiersma suggests to qualitative researchers

endeavouring 'to obtain an accurate "measure" of reali[y' in the study of an educational issue,

that it is 'the perceptions of those being studied that are important, and to the extent possible

these perceptions are to be captured' (1995, p. 2Il). The memoirs submitted by trainee

teachers have been a time-efficient source of abundant and relevant material. More to the

point, they allow 'a searching of a person's mind' (Smolicz & Secombe, 1981, p.23).

2. GATFIERING DATA

As part of their major assessment, students enrolled in Student-Teacher Interaction in the

Classroom were asked in both 2000 and 2001 to respond to the following question:



84

When you take up your first appointment as a teacher, the strongest influence on the learning

activities of your students will be your own theory of teaching-a complex, ever changing

collection of knowledge, experiences and values which is uniquely yotlrs.

Many factors contribute to each person's theory of teaching, but we hope that professional

education is an important one.

In this assignment you are encouraged to:

r Define your theory of teaching (about 1000 words).

r Explore and articulate the impact that this course ... has had on your professional

development (about 2000 words).

In 2000, students were invited to make their papers available for this research project. They

received an information sheet that outlined the purpose and intended application of the

investigation, and were given an undertaking that strict confidentiality would be maintained;

59 out of a possible L23 papers were offered. In 2001, in order to encourage a higher rate of

participation, students were provided with the same description of the research project and the

same guarantee of confidentiality, and asked to opt out if they did not wish to participate; only

one student subsequently did so. Thus, 127 papers from 2001 were available. Because of a

failure to photocopy both sides of two papers submitted on double sided pages, and the

absence of necessary information on one other, the combined total for the project was reduced

to 183.

All of these papers were numbered in their year groups in alphabetic order. They are

identified by the prefix V.00 or V.01 to indicate input from a university student in 2000 or

2001. The code includes a number (of three digits to facilitate uniformity for resorting data in

Microsoft Access) to indicate position on the alphabetic list. The final student on the 2000list

has the ID of V.00:059, and the first student on the list for 2001 is identified by V.01:001.
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With departmental approval, records in the Graduate School of Education were consulted to

obtain the gender and subject specialization of each student, and to place each person in the

appropriate age group (< 30, 30-39, > 40).The rather arbitrary age groupings attempt a loose

differentiation of young, relatively recent graduates from those over 30 who were retraining

or enhancing qualifications, and those over 40 who were initiating a significant change of

direction in their life but would bring schooling experiences from an earlier era, The intention

was to search for inter-age, inter-subject, and inter-gender variations in the capacity to change

practical theory, and in preferences for support mechanisms during the change process.

Each of the memoirs has been read and a 'Summary of Memoir' sheet (Appendix 1)

completed. The summary recorded three distinct types of information. Items 1 to 5 noted

basic facts: the identification code assigned to individual students, the year the memoir was

written, the day of tutorial attendance and therefore the tutor (which soon proved to be

unnecessary), gender, age group, and subject specialization. Items 6 to 8 called for the

researcher to make a yes/no response to questions about clear articulation of current practical

theory, awareness of change in previous practical theory, and whether change was described.

Space was available for an outline of any change recorded. The summary also tried to capture

the essence of each trainee teacher's comments relevant to items 6,7 and 8, and to reduce

them to a symbol (Y or N) and page references for subsequent checking.

The remaining items on the summary sheet dealt with factors perceived by the respondent as

promoting or inhibiting change. Item 9 listed ten topics predetermined on the basis of themes

noted in interviews with teachers and in a rapid non-systematic sampling of memoirs from

2000. An additional category labelled'other'provided a space for indicating that additional

topics had been mentioned in the memoir. The topics were originally listed as:

(a) Dissatisfaction with own schooling

(b) Perceived needs of students
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(c) Inspirational mentor

(d) Colleagues' influence

(e) Formal studies in education (e.g. STIC)

(f) Particular theorist (e.g. Steiner)

(g) Head of Faculty or field experience supervisor

(h) Field experience - success/trauma

(i) Expectations of school

() Frame factors in school e.g. assessment

(k) Other

Coding proceeded on the basis of this list, but it soon became clear that (a) had to be

expanded to include the positive influence of happy and successful schooling experiences.

Sub-categories also emerged in (d) to acknowledge what particular aspect of interaction with

peers had been most influential: explanations of educational theory, models (either positive or

negative) offered by the variety ofpresentation styles, hand outs for use as resources, and the

supportive role of informal discussion. Item 9 was set out as a table with columns indicating

whether a reference to one or more of the predicted factors had been detected and the page in

the memoir where it could be found. Item 10 noted whether the respondent had indicated any

barrier to change, and allowed space for a brief outline of the views expressed.

As each memoir was read, coding numbers consistent with Items 6 to 10 and parts (a) to (k) in

Item 9 were recorded in the left hand margin of the memoir, and appropriate comments or

symbols added to the Summary of Memoir sheet. In all instances where a particularly apt,

illuminating, insightful or quotable comment had been made in the memoir, it was transcribed

onto the back of the summary sheet (Appendix 2).
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3. DISPLAYING DATA

All Summaries of Memoir have been placed in sheet protectors and stored in alphabetic ordet,

by year, in two large lever-arch covers. This affangement has been a helpful adjunct to the

computer in facilitating the sorting and resorting of memoirs.

All data concerning age, gender, subject specialization, awareness of changes to pedagogic

theory, and perceptions of factors that have promoted or impeded such changes have been

summarized in a database using Microsoft Access (Appendix 3). Access was selected in

preference to the more familiar Microsoft Word because its capacity for rea:ranging columns

in datasheet view offered a facility for sorting and counting data in a variety of combinations

and permutations. In this way, the 700,000 or so words in the memoirs have been reduced

through 183 Summary Sheets to a six-page table.

4. ANALYZING DATA

The analysis of data in this study has been strongly influenced by the model proposed by

Miles and Huberman (I994).In particular, the sub-headings in this part, which are repeated

later in the chapter in comparable parts dealing with teâcher and student interviews, reflect the

four stages they advocate for data analysis: (a) Seeing what's there, (b) Sharpening

understanding, (c) Seeing things and their relationships more abstractly, and (d) Assembling a

coherent understanding of data.

(a) Seeing what's there

The first version of the Access Datasheet listed each of the memoirs in numerical order.

Displayed across the page in landscape configuration were the symbols for change

experience, gender, age-group, subject specialization, tutorial day, statement of practical

theory, and then an indication of which of the (a) to (k) alternatives under Item t had been
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mentioned. Completing this overview prompted the development of two additional codes for

change. Because the original 'Yes' or No' (Y or N) categories had proven inadequate, D (for

Development) was adopted to represent an intermediate category to stand between the Y of

'radical change' and the N of 'maintaining pre-existing views'. At the same time a category of

N* was adopted to distinguish those persisting with a modern, child-centred and

constructivist theory from those who defended a more traditional, teacher-centred, "talk and

chalk" view and had already been coded N. Each of the memoirs showing one of the

problematic codes was read again and the original code amended to a Y, D, N, or N*.

In reducing the memoirs to these six sheets of paper, it became possible not only to cluster

information and to count it where appropriate, but also to note emerging pattems or to sense

trends that encouraged further analysis.

(b) Sharpening understanding

Subsequent versions of the datasheet re-sorted information by age grouP, gender, nature of

change experience ) ateaof specialization, and in various combinations of some or all of these

criteria. In this way, subsets of data became readily available for the construction of tables

used in Chapter Four to provide an overview of the various responses to change, and to

quantiff the more specific gender and subject related influences. Similarly, for Chapter Six, it

became possible to trace the links between age, gender, change experience and subject

specialization, on one hand, and preferences for change factors recorded in Item 9, on the

other.

In most cases, as the process went beyond counting instances to expressing sub-totals as

percentages of the whole sample, patterns emerged more readily. For example, it became

possible to show that42.6Yo of all participants experienced a signifrcant variation of existing

beliefs and practices,l2.6Yo reported no change, but a comparatively easy transition was
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described by 44.Yo/o-less than half of the participants. Contrasts and comparisons were

facilitated, too. It was possible to show, for instance, that 213% of all trainees with a

specialization in English indicated that their awareness of students' needs was a potent

influence on their professional development; by contrast, the same response was made by

only 74.8%o of mathematics/science specialists.

That is to say, while this study has been essentially qualitative in natur*-largely because of

the nature of the information sought, but partly on account of the sampling restrictions that

made more sophisticated statistical analysis inappropriatæn attempt has been made to

convey some indications of relative numbers by using totals and percentages, thereby

illuminating patterns and contrasts.

A different approach was adopted, however, when human attitudes were to be discerned. In

particular, when the 'no change' category was analyzed, it was possible to detect sub-gtoups

which could be clustered by using dimensions whose richness and complexity were most

readily characterized by metaphors. In Chapter Four, accordingly, various sub-sets of the N

category are classified by such labels as 'mechanics', 'boflt teachers' or 'defenders of the

faith'.

(c) Seeing things and their relationships more abstractly

The search for greater abstraction proved to be a valuable aid to understanding. Establishing

the commonalities amongst a number of factors-for example the overlap in the references in

Item 9 to (c) Mentor or guest lecturer, (e) Formal studies, (f) Theory or theorist, and (g) Field

experience supervisors-led initially to the recognition that these were all ways of acquiring a

different or enhanced theory of teaching, and then inevitably to the overarching concept that

theory change was, in fact, leaming to do familiar things differently. Similarly, the clustering

of factors (a) Own schooling, (b) Students' needs, and (h) Classroom experience emphasized
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the importance of learning within a practical context, and an analysis of (c), (d) and (g) drew

stronger attention to the range of interactions generated by multiple variables. These

understandings, in turn, shed more light on the types of change response, which initially were

defined in terms of whether change occurred or not, but eventually came to be described by

the dominant learning mode that was experienced. Thus, subsuming separate factors into

fewer, more general groups led to greater abstraction and clearer understanding.

(d) Assembling a coherent understanding of data

Writing accounts of the data relevant to Chapter Four and, later, to Chapter Six required

another survey of summaries of memoirs, and a selection of passages to be cited. It also

compelled a more formal statement of findings. Several weeks after the major parts of the two

chapters had been drafted, overviews of the major themes in both chapters were written.

5. DRAWING AND VERIFYING CONCLUSIONS

Both Chapter Four, which deals with trainees' perceptions of the process of practical theory

change, and Chapter Six, which records trainees' comments about aids and impediments to

theory change, conclude with an overview. The first draft of each overview was reconsidered

against journal notes, summaries of memoirs and, where necessary, the memoirs themselves

(especially those that appeared to exempliff or dispute the pattem presented in the overview)

A few minor amendments to coding were made at this stage, and some themes clarified.

Subsequently, the amended overviews were compared with similar overviews written for the

school-focused Chapters Five and Seven, and with the principles for pedagogic change

proposed at the end of Chapter Two, in order to check for any marked disparities or lack of

coherence.

The completed overviews now stand as the final part of each of Chapters Four and Six
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B. EXPERIENCED TEACHERS

I. CONTEXT

The second strand of the investigation took place in secondary schools. While the collecting

of memoirs was an effective means of obtaining information from trainee teachers, it was

unrealistic to expect members of a busy school's staff to put aside pressing duties in order to

write the same considered response as was provided by trainee teachers writing for final

assessment. Yet, the personal experiences and attitudes of experienced teachers were equally

important to the study. Many teachers, however, will make some non-contact time available

to talk to researchers. In order to encourage frank commentary through an absolute guarantee

of anonymity, the time-savingtactic of speaking with groups had to be rejected in favour of

the individual, semi-structured interview in which experienced teachers, who had been closely

involved in pedagogic change, were enlisted as expert commentators on their perceptions of

the process.

Approval was gained to conduct interviews in two non-government, non-Catholic schools.

One of these schools was coeducational; the other was a boys' school. Both enrolled students

across the complete range from Reception to Year Twelve, but in each school, the study was

restricted to the secondary section. Because confidentiality was an important factor both in

gaining access to information and in promoting the frank exchange of opinions, the schools

are identified as School A and School B. Teachers are identified by the number allocated in

chronological order to the interview and its transcript. It should be noted here that the

confidentiality conventions place some limitations on any detailed descriptions that might be

offered of the particular innovations being undertaken, or indeed on any publications that

might in other circumstances be cited in this thesis.
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B is a well-established, near-city boys' school, while A is an outer-suburban coeducational

school that had been open for about 12 years when interviews took place.

There were several reasons for approaching these schools. Most importantly, both schools

were known to be undertaking or contemplating programs that featured modern priorities in

pedagogy, particularly the encouragement of active learning and the application of higher

level cognitive skills in the middle years. Moreover, both schools stood alone in their decision

making. In one sense, their plans were unencumbered by directives or constraints that might

be found in school systems such as the state government's department for education or the

Catholic Education Office. On the other hand, they did not have the same levels of advisory

support and resources often provided by a school system. Each school's educational initiative

was strongly motivated by the need to differentiate and promote its offering in a highly

competitive environment. In each case, too, levels of staff morale and commitment appeared

to be high. It seemed, therefore, that these schools offered an excellent opportunity to study a

single school's effort to change itself. It also seemed that here the roles of individual practical

theories and collective codes would be seen in their simplest and clearest light. In short, the

schools were ideal candidates for'purposeful sampling'(WiersmaL995,p.zt$.

Limits to the size of the study were established by concentrating on English, mathematics and

science, as these were areas attracting much attention from parents, employers, the media and

politicians.

2. GATHERING DATA

The Principals of Schools A and B were interested in this project, and provided

encouragement and support. Approval was given in both places to invite three well-

established teachers from each of the English, mathematics and science faculties to speak

confidentially about their experience of the change process in their school. Approaches were
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also made to the leaders of the English, mathematics and science faculties, as well as resource

teachers responsible for the library and information technology, and members of staff who

were leading the innovation. In all, 19 invitations were sent to staff in School A and 2l inB.

The information sheet that was sent as part of the invitation presented an overview of the

project:

... I have been especially interested in the intensifying demands being made of secondary

education, especially in the areas of active learning, problem solving and creative thinking. I

have been seeking explanations of why some schools and some teachers ¿üe better at

readjusting methodologies to accommodate new goals than others seem to be.

... tAn] important aspect of my investigation is to enlist experienced teachers, who have been

closely involved in pedagogic change, as expert commentators on the process. I hope to speak

to teachers of English, mathematics and science (subjects which attract much attention from

parents, employers, the media and politicians), the Heads of these Departments, and other staff

involved in managing the project. I hope, also, to gather from a sample of students their

perceptions of the changes.

It also outlined the procedure intended:

I would very much like to afrange an interview with you to seek your perceptions of the

change processes undertaken at [your school] over recent years. This will probably require

between 40 and 60 minutes at a time convenient to you and could take place within the next 3

or 4 weeks, or it could wait until early Term 4 if that suited you better. During the interview

we will also explore the factors that you see to be either helpful or a hindrance to the

implementation of changes.

The rights of participants were made clear:

The interview will be recorded on audiotape. After transcription, I will return the text of the

interview to you for checking. The information you provide will then become part of the data
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to be analyzed in the thesis that I will submit for the degtee of Doctor of Philosophy in The

University of Adelaide ...

I would like to emphasize my commitment that the anonymity of published data will be

strictly preserved and that the audiotapes and transcripts will remain absolutely confidential. I

may be asked by [the Principal] to present a very broad indication of trends, but no details of

your conversation with me will be released without your specific approval.

Participation in this project is absolutely voluntary and you will be free to withdraw from it at

any stage.

Of the 40 experienced teachers who received invitations,36 accepted by signing the Consent

Form and indicating three preferences of date and time for the meeting. Two teachers from

School A, who had dual responsibilities and for whom there was only limited time for the first

interview, were happy to attend a second interview. In total, 38 interviews, each occupying

one to two hours, were conducted with staff members-9 were leaders of change, 6 were

heads of curriculum areas, 5 were resource teachers, and 18 were teachers of mathematics,

science or English. In each instance, the interview was arranged for the first or second

preference nominated by the teacher. This required a less than economic use of time, but

seemed advisable in the quest for open and frank conversations. In both schools a reasonably

private and suitable location was provided for the interviews.

Care was taken in each interview to allow the participant freedom to take the conversation in

any personally relevant direction, but on a field notes sheet an agenda specific to the role

played by the teacher in the school had been prepared. At various points during the

discussion, interesting comments were noted, progress through the agenda was checked

unobtrusively, and conversation gently steered in any necessary direction. Throughout the

hour or so, the aim was to encourage the sense of sharing rather than of interrogation.
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Classroom teachers. Interviews with classroom teachers were largely successful in covering

the areas summed up in the following questions:

1. Can you identify a topic that you have taught both prior to and after the implementation of the

project? Did you develop either or both of the versions, or were you using material or ideas

devised by someone else?

2. In what ways does the post-implementation version differ from the pre-implementation

version?

3. Do the two versions of the topic represent different beliefs about learning and teaching?

4. Do you think the post-implementation topic is an improvement? What reasons would you give

to explain your response?

5. What do you consider to be the most important elements of your theory of teaching? Have

your experiences since beginning this project prompted you to confirm or refine or revise your

theory ofteaching? Please discuss the reasons for the answer you havejust given.

6. Has the experience of innovation been easy? Difficult? Interesting? Drudgery?

7. What were some of the difficulties? How were they overcome?

8. 'What was your first reaction to the proposal to change? What do you think now?

9. During the change process, what factors have you found helpful? A hindrance?

10. Have you been able to involve your students in the project?

The interview began by trying to focus on a familiar unit of work that had been rewritten for

the new project. Questions 1 to 3, however, proved difficult or embarrassing, even when

pursued with great diplomacy. This was the first inkling that publicized innovations had not

met with complete success. Explanations of this situation are canvassed in Chapter Seven.

Heads of department. A different set of questions had been prepared for the heads of the

English, mathematics and science departments. Here, a priority was to establish in the early
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minutes of the conversation what the subject head thought of the innovation and the extent to

which adjustments to existing syllabus material had been made. Also sought were details of

any innovation-driven professional development conducted within the faculty, and the faculty

leader's appraisal of progress made towards implementation; the latter topic had potential for

showing glimpses of enthusiasm or complacency or resistance. The influence of frame factors

such as assessment policies became apparent, as did the encouragement (or lack of it) for

involving students in the process. Conversation about all these topics provided insight into the

faculty leader's practical theory not only of teaching but also of managing pedagogic change

at the faculty level. Most readily taken up were questions 6 and 7, which gave

opportunit5and probably arare one, at 1þ¿¡-f6¡ important links in the management chain

to give voice to frustrations, doubts or overload. The questions on the agenda for heads of

department were:

1. How do the overarching goals of the project translate into objectives relevant to your area of

responsibility?

2. What changes to syllabus or policy have been made?

3. Have there been alterations to other frame factors such as lesson times, assessment and

reporting schedules, etc?

4. What professional development has been undertaken in your area of responsibility? Does it

continue? How does it operate?

5. To what extent has your team taken up the new methodologies? Do individual members find

the innovation relevant or irelevant to the core tasks in this area of school life?

6. What difficulties have been encountered? Have they been overcome? How? Why?

7. Which members of the faculty would you expect to be especially interested in describing their

perspective of the innovation at interview?

8. What has been the role of students in the project?
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Leaders of change. The two groups previously mentioned-+xperienced teachers and their

faculty heads-held the front line of pedagogic innovation, if such a bellicose image can be

applied to schools, and contained the people deemed to be central to the study and highly

comparable to the trainee teachers discussed in Part A. Nevertheless there were important

other perspectives to be obtained from those who managed the innovation at their school.

Questions in these interviews were largely concerned with the goals of the innovation, and the

process for establishing it in the school. Opportunities to comment on difficulties encountered

during the process of change and the value of involving students were repeated, because these

were areas likely to reveal significant differences of opinion amongst staff. For leaders of

change, the following agenda had been prepared:

1. What goals has the change sought to achieve?

2. What new outcomes for students have been identified?

3. What were the origins of the project?

4. How was the project implemented?

5. What resources were made available?

6. What professional development activities were pianned? Does the professional development

progfam continue?

7. What indicators of success are available?

8. What diffrculties have been encountered? Have they been overcome? How? Why?

9. Have other concurrent initiatives or demands competed with this project for time, resources or

focus?

10. What has been the role of students in the project?
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These questions were cues to prompt information about the introductory stage of the

pedagogic change, to seek an understanding ofthe change leaders'practical theories of

teaching, learning, and managing change, and to encourage sharing of successes and failures

These teachers probably had the most comprehensive view of the project, whereas others

were able to provide the micro-perspective.

Resource teachers. The teachers in the final group-{hose in charge of resources-rnay have

been in a privileged position, since they were at once facilitators and observers of change. At

first, it seemed likely that a realistic measure of implementation, and insightful comments on

the process of managing change would be obtained from them. The agenda for discussion

with these teachers was:

1. What input did you have to the planning and early stages of implementation of the project?

2. Has implementation of the project placed new or additional requirements on your area of

responsibility? If so, have you had sufficient resources to meet these requirements? Were these

requirements foreseen or unexpected?

3. Do the new or additional requirements seem to you to be congruent with the published aims of

the project?

4. Have you observed significant and worthwhile changes in students' learning as a result of the

project?

5. Are there any other comments about the change that you would like to offer?

Illtimately, the information provided by these people was seen to be valuable confirmation of

others' views, and useful commentary on topics such as leadership, use of resources, and the

success rates of different innovative projects. Nevertheless, their experiences were not at the

core of theory change, and they were not reported as a separate group, but considered for
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citing as supportive evidence in the parts of Chapters Five and Seven that refer to other

groups of experienced teachers.

3. DISPLAYING DATA

At the end of the teacher-interviewing phase, 38 tapes, most of one-hour duration but a few

lasting almost two hours, were transcribed in full, or selectively in a few cases where less

information of strict relevance to the investigation had been provided.

The transcripts were returned to participants for checking, and some amendments were made

as requested.

During the reading of transcripts, comments were added to field notes and a Summary of

Transcript sheet (Appendix 4)-.an expanded version of the original agenda for that

interview----noted the answers provided. This process not only aided a review of information

but, by grouping subsets of relevant information under the same heading on the summary

sheet, facilitated the making of detailed comparisons. Included on the sunìmary sheet was the

same table that was used for recording information obtained for Item 9 from the memoirs of

trainee teachers. Between the two groups-{rainees and experienced teachers-there was, of

course, a great disparity in numbers, but it seemed useful to explore, albeit tentatively, this

opportunity to compare the change responses of beginning and established teachers.

4. ANALYZING DATA

(a) Seeing what's there

Since the numbers in each group of teachers were low, it was feasible to create five separate

matrices displaying the chief points made in interview by teachers of English, mathematics,
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and science, faculty heads, and change leaders. It thus became possible to count references to

particular ideas, and to list themes emerging within and amongst matrices.

(b) Sharpening understanding

Some matrices were redrawn, so that comments of subject teachers, faculty heads and leaders

of change were affanged in similar formats, with specific topics such as own role in change or

real tasks or confrontation listed down the page, and transcript identification in columns

across the page. This was a particularly useful strategy for perceiving the disparity, for

example, between change leaders and heads of department on the issue of what tasks were

most important to achieving successful implementation of change, or within the change leader

group on the question of confrontation. The existence of differences of opinion (or practical

theory) and their impact on innovation came to prominence through this reworking and re-

sorting of information.

(c) Seeing things and their relationships more abstractly

As disparities came to light, it was useful to search for indications that leaders had anticipated

the situation and had taken steps to deal with the potential problem. There was evidence of

consultation on some matters, but it was seldom related to the nature of the change process or

an effective methodology for managing change at various levels. Similarly, the discussions of

change seemed to avoid reference to learning. That is to say, the exploration of areas of

difference was the precursor to the more general concept that there was no shared code for

managing change in either school-an important step forward in the study.

(d) Assembling a coherent understanding of data

In an approach similar to that applied to the memoirs of trainees, accounts of the data relevant

to Chapter Five and, later, to Chapter Seven were written. This required the review of relevant
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matrices and summaries of individual transcripts, and the selection of passages to be cited. It

also compelled a more careful and precise identifying of findings. Several weeks after the

major parts of the two chapters had been drafted, overviews of the major themes in both

chapters were written.

5. DRAWING AND VERIFYING CONCLUSIONS

Once again, overviews----of Chapters Five and Seven, this timr-were reconsidered against

journal notes, summaries of transcripts and, where necessary, the transcripts themselves

(especially those that appeared to exemplify or dispute the pattern presented in the overview).

Results from the analysis of interviews with resource teachers were used to monitor the trends

emerging elsewhere. A few minor amendments to coding were made at this stage, and some

themes clarified. Subsequently, the amended overviews were compared with similar

overviews written for the trainee-oriented Chapters Four and Six. The overviews for Chapters

Five and Seven were also compared with the principles for pedagogic change proposed at the

end of Chapter Two, in order to check for any gaps or marked disparities.

C. SECONDARY STI]DENTS

1. CONTEXT

Students are the other part of the classroom equation. They, too, have their own individual

practical theories of learning (or perhaps, more realistically, theories of "studenting"), which

coalesce into a collective code that shapes, as has been asserted in Chapter 2,thefu behaviour,

motivation to leam, and attitude to schooling. Such a code can be a potent influence (for good

or ill) on the outcomes of classroom activities. The opportunity to speak to students at both

schools not only gave some relatively unobtrusive indications of the extent of implementation

of pedagogic change in each school, but also provided information about the collective code
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for learning that prevailed amongst students in each school. It was possible, therefore, to make

some assessment of whether students themselves had enhanced or impeded the initiative, and

to obtain student feedback that might confirm or dispute some of the teachers' comments-a

useful piece of triangulation.

2. GATIIERING DATA

Students were interviewed in small groups, for that seemed the most time-efficient,

confidence-inspiring, and prudent way in which a visitor to the school might operate

In each school, from lists of students in each homeroom group at each year level, one student

from each group was selected, more or less at random. A member of the school's staff selected

one numbered card, unseen, from a container holding sufficient cards for that class group. The

number thus obtained indicated the student to be selected from the class list. Two

modifications were made. To ensure gender balance, the selections alternated between female

and male in the coeducational school; if, therefore, a girl was indicated by the number drawn

when a boy was required, the first eligible boy down the list was chosen, and vice versa.

Furthermore, as it was deemed important to be speaking to students who had experienced the

innovation over at least two years, the school's representative indicated if a more recently

enrolled student had been nominated, and the selection moved down the list to the first

eligible student. In this manner, invitation lists were established in School A for seven Year

Twelve students and eight students in each of Years Eight to Eleven, and in School B for

seven Year Eleven students and six in each of the other years.

Information sheets, invitations, and consent forms (Appendices 5 and 6) were delivered

through the schools'internal mail systems to 69 students, with appropriately adjusted copies

of information sheets going to their parents. The dates, times and locations for interviews

were displayed, arrangements for the replies and return of consent forms explained, and



103

contact addresses supplied. Only one parent made contact, and after a conversation about the

purpose and methodology of the project, she allowed her daughter to participate.

Managing the process from a distance brought some difficulties in gathering tardy replies and

consent forms. The choice of lunchtime for the discussions, assuming that to be the time when

parents and teachers would least hesitate about approving, and when the selected students

were most likely to be able to gather, proved too much for the (recently prompted!) memories

of the younger students, particularly at School B. Nevertheless, the discussions took place,

with 55% of invited students attending-lO from Year Twelve, 8 from Year Eleven, 8 from

Year Ten, and 6 each from Years Nine and Eight.

For each meeting a pro forma was prepared for recording essential details of date, school, year

group, students'names, and the questions that would constitute the agenda. There was space,

too, for field notes.

Each session began with introductions and the distribution of name tags, a recapitulation of

the information already provided, a reaffrrmation of confidentiality, and the opportunity for

each student to "break the ice" with a brief outline of his or her school activities. While this

was happening, arough seating plan was sketched in field notes to aid recall of names during

the transcribing process. The interview then addressed the following agenda;

1. Have you heard about (the change project) at (your school)?

2. How would you explain to a visitor to your school what the project is/was all about?

3. In any ofyour classes, have you seen (the change project) in action? Please describe.

4. Do you think any aspects ofyour school life have changed because ofthe project?

5. Have you formed any opinions about the worth of the project?
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The questions themselves and their order of presentation were soon modified when few

students were able to identify the project without prompting or explanation. The sessions

became much more open-ended than the agenda might suggest. Indeed, the sounds of lunch-

time activities drifting into (and sometimes invading) the allocated meeting rooms might have

posed later transcribing problems, but at the time certainly enhanced the informality of the

sessions, even when the only available space in School A for the Year Eight meeting turned

out to be the Principal's office. Discussions with these young men and women confirmed and

enhanced confidence in young people; their openness, frank comments about their own

schooling, and their obvious relishing of a rare opportunity to discuss core activities of their

young lives were impressive.

Regrettably, items on the original agenda were seldom relevant to the daily routines of the

students

3. DISPLAYING DATA

There has been selective transcription of the audiotapes. As each tape was played, comments

were added to field notes and, as for the teacher transcripts, entries made on the Record of

Student Interview sheet (Appendix 7) on which all relevant comments were grouped under the

original question. In addition, a verbatim transcript was made on system cards of all parts of

the discussion that promised relevance to the items on the original student interview agenda or

to topics listed on the Record of Student Interview sheet. The cards were then reviewed, and

colour-coded stickers were attached to the top right hand corner of any card that required

further consideration. A red sticker indicated relevance to individual practical theories of

learning or collective student codes, orange denoted awareness of theory or code change,

yellow signalled factors promoting or inhibiting change, green indicated frame factors and

blue showed alignment issues. Some cards displayed two or three stickers, others none at all.
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4. ANALYZING DATA

(a) Seeing what's there

After an interval of some weeks, the augmented field notes, Record of Student Interview

sheets, and transcription cards were reviewed. At the same time a matrix (Appendix 8) was

created with a row for each of the ten student groups, and five columns for notes referring to

practical theory, student involvement, barriers to innovation, facilitators of innovation, and an

unspecified column for other items of interest. With a variety of highlight markers, the

frequency with which items were mentioned was determined, and sub-categories within each

column were differentiated.

(b) Sharpening understanding

The results of the counting and differentiation process were examined for patterns within each

school and within each of the five year groups. On that basis, comparisons and contrasts

between schools and year groups were attempted, and metaphors to catch the essence of

student responses to innovation developed.

(c) Seeing things and their relationships more abstractly

A careful examination of entries clustered in a column of the student matrix led to a more

generalizedview of student experience. For example, spread over eight of the ten cells in

column one (and, indeed, in all five cells from School A) there were repeated references to

teachers giving knowledge, or to students listening or copying or getting good grades in tests.

Common to many students was the expectation that they should be passive recipients of

packages of knowledge. Similarly, there were notes in column four (especially from School A

again) that suggest a vaguely articulated but potent interest in a different, more active and
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problem-based style of learning. In other words, the major outcomes of the search for

overarching themes were generalizations about the role played in innovation by students

(d) Assembling a coherent understanding of data

Once again, the tactic used to clarify understanding of the memoirs of trainees, and the

transcripts from interviews with teachers was applied to student interviews, too. Summaries of

transcripts were reviewed, and passages to be cited were selected. A more formal overview of

the major student-oriented themes was drafted several weeks after the student segments of

Chapters Five and Seven had been written.

5. DRAWING AND VERIFYING CONCLUSIONS

Because students seemed to have been so clear and unequivocal in their views, and

conclusions appeared to be so easily reached, two steps were taken to verify the findings from

interviews with students. First, notes on the summary sheets for group interviews and the

matrix covering all groups were consulted and compared with transcripts, to ensure no effor

had occurred. Field notes were consulted and in two instances the actual tape was heard again.

Second, the student overviews were compared with comments made by teachers about

students in Schools A and B, and more generally by trainees about their field experience in a

wider range of schools. Subsequently, in follow-up interviews with the principals of both

schools, some of the findings were tested against perceptions within the school and

confirmed.

Findings arising from student interviews are presented within the final part of each of

Chapters Five and Seven.
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D. REPORTING THE DATA AI{D FII\TDINGS

The next four chapters offer an overview of information gathered from the memoirs of trainee

teachers, and from interviews with experienced teachers in two secondary schools and

randomly selected students from Year Eight to Year Twelve in the same schools.

Chapter Four reports the experiences of trainee teachers as they refined, reconstructed or

consolidated the individual practical theories of teaching they brought to the Graduate

Diploma in Education course. The chapter describes three major types of response to a new

pedagogy, and explores the influence exerted by an existing practical theory of teaching on

the change process itself.

Chapter Five continues to focus on the practical theories involved in pedagogic change, but

now the sites are the two secondary schools being studied, and the practical theories that

influence four distinct groups in the schools:

a. Experienced teachers of English, mathematics and science, and their theories of teaching;

b. Heads of English, mathematics and science departments in the same schools, and their

theories of managing change in their departments;

c. Leaders of one or more of the change projects in each school, and their theories of change

management;

d. Secondary students and their theories of learning.

The interest in individualpracticaltheories extends to note how they coalesce (or don't

coalesceo as the case might be) to form a collective code that instructs and powers school-

wide pedagogic change.

In Chapter Six, attention tums to factors identified by trainee teachers as promoting or

blocking their personal efforts to change their practical theory of teaching. Chapter Seven
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echoes the previous chapter's interest in changes to individual practical theories, but also

searches for aids or barriers to code change in a busy worþlace.

Care is taken in each of these chapters to support the analysis of data by providing an

extensive and balanced selection of evidence, which involved both some counting of similar

ideas and citing the actual words of participants in this study. Each chapter concludes by

linking themes identified in the chapter with the seven principles for pedagogic change that

were proposed at the end of Chapter Two.
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Theories in Transition

Trainee teachers were in a crucible.

They came from employment or a previous degree course into nine extreme months of

lectures, tutorials, discussions, presentations, final papers and the practicum. By the end of

November, they were qualified teachers. For the researcher, this was arare opportunity to find

out what such an intense and condensed experience was like for those immersed in it. In

particular, it allowed a tight focus on the learning process of individual trainee teachers.

This chapter examines what the trainees wrote about the extent and nature of the change (if

any) in the practical theory of teaching that they brought to the first weeks of the course. Part

A offers an overview of the findings. Part B provides a more detailed account of those who

described a radical change of practical theory, while Part C describes the experiences of those

who reported evolutionary development. Part D deals with trainees who indicated no

appreciable change to pre-existing views. In Part E connections are made between themes

emerging in this chapter and the principles proposed at the end of Chapter Two.

A. OVERVIEW

One hundred and eighty three papers were received from the 2000 and 2001 cohorts of

Graduate Diploma of Education (GDE) students at The University of Adelaide. All papers

were read for information about three related areas: the existence of a personal practical
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theory of teaching, the nature of any changes or developments to that theory, and factors that

contributed to the modification or maintenance of the existing theory. For each paper, a

summary sheet was completed, and potentially quotable extracts were written on the reverse

side. As an interesting indicator of the general quality of the papers, it might be noted that

only 24 papers (or 13 Vo of the total) provided no potentially quotable comments, whereas 70

papers (or 387o) gained at least three entries; the one-entry and two-entry categories

represented 3O%o and l97o respectively.

Of the 183 papers , 62.87o were written by women and 37 .2Vo by men. 54.IVo came from

students who were under the age of 30, 24.OVo came from those aged between 30 and 39 while

19.LVo were from those aged40 or over. Information about age was not available for 2.77o of

students.

1. CURRENT PRACTICAL TMORY

It would have been most surprising-and, indeed, alarming-if postgraduate students

approaching the end of an intensive teacher-training program had been silent on the subject of

how they intended to approach learning and teaching. Without exception, they had firm ideas

which they expressed with varying levels of precision and insight.

A common theme was the provisional nature of their current theory:

A theory of teaching should be dynamic-constantly reshaped by experience and reflection,

by reading and training, and by interaction with peers' (V'00:039)

They recognized, too, that caring for students places multiple demands on them:

For me, being a teacher does not only consist of teaching subject matter to students but also

fulfil other responsibilities. These days, teachers fulf,il the roles of guidance counsellors,

consultants and career advisors. Teachers are also perceived as 'friends' to the students so that
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they can discuss their problems or any issues that they may have. This aspect is becoming

increasingly important as many students are raised in single-parent families or have family

problems. As a result, they tend to confide information to their teachers. Teachers are also

expected to be good role models, a person who students can look up to. (V.01:048)

They understood that society, too, requires much of teachers

The core values that underpin my teaching approach are a strong commitment to equity in

education, both in terms of access and relevance of content; a belief in nurture vs' natwe, i.e.

that all students have the capacity to learn given the appropriate learning environment; that all

young people have the right to a free education; and that if lessons are made interesting and

relevant to students it can minimize aîy potential behavioural problems. I also think it is

important to be mindful of the extraordinarily privileged position that teachers have in the

lives of their students . .. There is a very large burden of responsibility that comes with this

position, and it is my personal belief that teachers owe it to their students to make sure that

this responsibility is something which always influences the way they teach. (V'01:101)

The point at issue, here, was not whether the trainee teachers presented a view of teaching

consistent with any particular theoretical position (indeed, many were careful to point out that

they had created a composite theory that was distinctivêly their own), but whether, in writing

about their current theory, they commented on the nature of any changes that might have

taken place during such a formative experience. As it turned out, the memoirs are a valuable

and abundant source of relevant comment on pedagogic change.

2. CHANGES TO PRACTICAL TTIEORY

An overwhelming majority of trainee teachers addressed the issue of change. A few, who

seemed to be particularly aware of their context and audience, wrote circumspectly, but most

accepted the invitation to discuss their professional growth candidly.
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It was not easy, however, to sort all responses into unequivocal 'Yes, I changed my practical

theory'or'No, I didn't'categories. In fact, individual responses can best be understood as

descriptions of an amalgam. This complexity was well represented by the reflective summary

of a scientist in his thirties, whose experience and ambitions inclined him towards atettiary

career. As he describes it, the change process has elements both of assimilating new

knowledge into what is already known, and of reconstructing knowledge to accommodate

novel ideas, while preserving, and perhaps reorganizing, some pre-existing knowledge:

The course has influenced my understanding of teaching in the following ways:

1. By augmenting previously held knowledge.

2. By restructuring previously held knowledge in such a way as to clarify or conect

understanding.

3. By introducing entirely new knowledge or concepts.

4. By raising the awareness of knowledge and skills held from unconscious to conscious thus

allowing their assessment.

5. By drawing relationships between fields of knowledge. In several instances, this has been

a direct consequence of the effect points 14 have had.

6. By organizing previously held knowledge into concise categories'

7. By putting names, of theories and theorists, to various concepts. (V.01:050)

Not all trainee teachers wrote so comprehensively, but the overall effect of their papers was to

confirm the seven points quoted above

Some, for example, concentrated on describing dramatic upheavals in their understanding of

teachers'work; these were coded as Y. Others-coded as N-appeared to have persisted with

pre-existing theories of teaching during the course. V/ithin the N category were three papers

which differed from the rest of that group by maintaining a constructivist, student-centred

view that was in close accord with the contemporary understanding of learning advocated in
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the text book for STIC. These papers were coded N+. Another grouryoded as D-had

clearly been on a leaming path that was steady and incremental. These three major groups

might be seen as repressnting the extremities and centre of the continuum, with other,

contentious examples spread through the less certain areas between Y and D and N.

Ultimately, for purposes of analysis it became necessary to settle on the three main categories

and to allocate ambiguous instances to the dominant category'

Table 1, which provides more detailed information about the age group and gender of trainee

teachers in each of the categories, indicates that, of the 183 memoirs, 78 were allocated to the

'Yes' categ ory, 23 to the 'No' group and the remaining 82 occupied the middle ground of

steady development. It will be noticed that36.87o of all male responses were coded in the Y

category, 44.IVo in the D category and 19.IVo in the N category. In comparison,46'l%o of all

female responses were coded in the Y category , 45.27o in the D category , and 8.77o in the N

category. However, the three memoirs coded as N+ (i.e. articulatingàpre-existing theory that

was strongly student- and activity-centred) were written by women. If these three memoirs are

separated from the female N group, the number of women in N drops to 7 or 6.l%o of all

women. It appears, therefore, that in the 2000 and 2001 GDE groups, men are slightly under-

represented in the Y and D categories but constitute a significant majority of the N Category.

By comparison, women have a stronger representation in both the Y and D categories, but

appear much less likely to be coded N.
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TABLE 1: THE NATI.IRE OF TRAINEES' CHANGE EXPERIENCE BY AGE GROUP AND

GENDER.

<30 M 9 (t3.2)

38 (20.8)F 29 (2s.2)

30-39 M (10.3)

19 (10.4)F t2 (10.4)

>40 M 7 (10.3)

18 (e.8)F 11 (e.6)

Not known M 2 (2.e)

J (1.6)F 1 (0.e)

AII Y M 25 (36.8)

F 53 (46.r)

M+F

D

Steady

accumulation
of

understanding

aqd expertise

<30 M t6 (23.s)

50 (2'1.3)F 34 (2e.6)

30-39 M 8 (11.8)

t6 (8.7)F 8 (7.0)

>40 M 6 (8.8)

t4 (7.7)F 8 (7.0)

Not known M 0 (0.0)

2 (1.1)F 2 (r.7)

AII D M 30 (44.r)

F 52 .(4s.2)

M+F 82 (,14.8)

<30 M 5 (7.4)

11 (6.0)F 6 (s.2)

30-39 M 5 (7.4)

9 (4.e)F 4 (3.5)

>40 M J (4.4)

J (1.6)F 0 (o.o)

AII N M t3 (le.1)

F 10 (8.7)

M+F 23 (r2.6)

M 68 (37.2Vo of M+F)
183 (100)

F' 115 (62.87o of M+F)
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Age may emerge from the 2000 and 2001 memoirs as a factor to be considered, too. 38 men

and women under the age of 30 (20.87o of the total sample) reported significant changes to

their practical theory of teaching, whereas 50 (27.3Vo) referred to steady development and 11

(6.OVo) indicated that their understanding and practices in the classroom had remained largely

unchanged. Of those aged between 30 and 39, 19 (l0.4Vo of the total sample) were in the Y

category, 16 (8.77o) were in D, and 9 (4.9Vo) were in N. Of those 40 years or more, 18 (9'8To)

were in Y, !4 (7 .77o) in D and 3 (L.67o) in N. It seems possible that trainee teachers over the

age of 30 are more likely to have to undergo a significant revision of their practical theory of

teaching, whereas those over 40 may be less resistant to a theory change than those in the 30-

39 age group.

It is likely, too, that gender and age should be examined concurrently' Table 2 is a simplified

display of the agelgender relationship in each category of change. The Y, D, N+, and N

columns show the percentage of all males and of all females respectively in the change

category for each age group.

TABLE 2: PERCENTAGES OF ALL MALE AND ALL FEMALE TRAINEES, DISPLAYED BY

AGE GROUP AND CHANGE CATEGORY'

Gender Y N

7.4<30 M

F

13.2 23.5

25.2 29,6 r.7 3.5

30-39 M

F

10.3 11.8 7.4

lo.4 7.O 0.9 2.6

M

F

10.3 8.8 4.4

9.6 7.0 0.0
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These data suggest that men in each age group are less likely to adjust easily to pedagogic

change, but this tendency is especially noticeable in the 30-39 age gfoup.

Another perspective is illustrated by Table 3 where the change categories are related both to

gender and to specialization in English or mathematics and/or science. In each case, the

percentages of all men or all women in the total sample are shown.

TABLE 3: PERCENTAGES OF ALL MALE AND ALL FEMALE TRAINEES, DISPLAYED BY

SUBJECT SPECIALTZATION AND CHANGE CATEGORY.

The accumulation of men in the N category is again noticeable for English specialists and

pronounced for those training to teach mathematics and/or science. It is interesting to note,

also, that considerably more women specializing in mathematics and/or science were in the Y

rather than the D category. This variation from the general pattem-especially when linked to

the high proportion of male mathematics and/or science teachers in the N category-may

reflect an approach to teaching that is in strong contrast to the way that English is taught and,

consequently, a correspondingly different response to pedagogic change.

To summarize this part of the chapter, it might be said that most trainee teachers were aware

of bringing to their study program a bundle of ideas about teaching that were based on prior

experience. In the majority of instances, they recognized that their views had changed by the

Y

Alt M (n=68) 36.8 44.1 19.1

F (n= 115) 46.t 45.2 2.6 6.r

English M 7.4 7.4 4.4

F 12.2 14.8 r.7

M 16.2 14.7 11.8

F 13.0 7.O 1.7
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end of the year. Four major categories of change are described in the memoirs. It also seems

that the responses to change were not uniform across the sample, but were influenced by age,

gender, and subject specialization. A more detailed discussion of the different types of

response is to be found in Parts B, C and D of this chapter.

B. TRAINEES REPORTING RADICAL CHANGE

From the total sample of 183, 78 memoirs (or 42.6Vo of the total) emphasized the experience

of pedagogic change as either the acquiring of a new understanding of teaching and learning,

or the significant adaptation of an existing understanding to deal with a new situation, or a

combination of both. Almost without exception, trainee teachers who wrote these memoirs

referred to a sense of novelty or surprise or an awareness of incompatibility or confrontation.

They were often able to point to a particular incident or occasion which triggered the

accommodation of new understandings.

1. GRASPING TI{E NEW IDEA

'When beginning teachers in this group wrote about new knowledge, they used words like 'I

discovered ...', 'I had never heard of ...', 'I did not realize ...', 'I was repeatedly amazed', 'It

was quite a revelation', and'I had no idea'. There were memorable images like 'I had a major

mental shift in how I saw myself as a teacher' (V.01:077) and 'being a good teacher .. . is like

bouncing thirty basketballs at once' (V.01:105). To catch the sense of surprise and of the

struggle to accommodate changes to cognitive structure, a number of extended quotations

may be appropriate.

A teacher of Japanese with some prior teaching experience began by writing:
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Over the months my theory of teaching has dramatically changed; there has been an obvious

shift from teacher-directed learning to student- centred learning ... [the course] has made me

stop and think and see the importance of questioning commonly held methods and my current

state of understanding of teaching in the classroom. The course makes me think about things I

have not really thought about in such a deep way' (V.01:008)

A man in his 40s, who had already spent 10 years as a teacher of theology and was now

switching to a career in secondary English and Studies of Society and Environment (SOSE),

wrote that he 'would have been pulled up short had anyone asked me, "What is your current

theory of teaching?" ' Ife went on to recount a fundamental revision of his previously

unarticulated practical theory of teaching:

I wish I had known before I began flecturing] all that I now know ... It is not only that I am

learning much that is new to me, but that I am gaining an overall frame of reference for my

task as a teacher, so that I understand the dynamics of what is actually happening in the

teaching/learning situation. Prior to this subject ... I always just assumed that learning

happens when there is teaching. (V'00:059)

The novelty and excitement of defining her practical theory for the first time is captured in the

memoir of another mature-age trainee teacher:

Although I have been teaching . . . for the past 22 years, I have never consciously developed

my own theory of teaching ... I have always relied on my experience, my knowledge in my

subject area, my instinct ... It has been and continues to be an exciting and very worthwhile

time spent focussing on the many issues raised in [the course]. (V.00:049)

A much younger person, a science graduate, acutely aware that'I have modelled my idea of

teaching upon what I myself experienced at school', and recognizing his 'beliefs fit with

various theories of educational psychology well and may not have changed', must

acknowledge:
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The constructivist approach to learning came as a revelation to me. Embarrassing though it

may sound, I probably did have the notion that teaching was about some kind of outpouring of

knowledge that would somehow magically infuse my students' consciousnesses. Although I

had been exposed to scaffolding as an idea, I hadn't really integrated it into my world view.

konically, I had to build my own understanding based on the lectures and tutorials of the

course. (V.01:026)

A young woman, preparing to teach English, notes that her experience in group management

as a swimming instructor was:

.. . particularly useful to me when I went out on my fust teaching practice '. ' However (and

this is a big however), I have since learned that there is considerably more to teaching . '.

Throughout this year I have been repeatedly amazed at the amount of knowledge and skills

one needs to have in order to teach effectively. It is not, as I previously thought, a matter of

reading a book with a class and then handing out an assignment. Itis alot more. (V.01:049,

her emphasis)

Similarly, a young musician found that he had 'changed [his] perception of the teaching

profession and the nature of education':

As a secondary student I saw the teacher as a supervisor; today I see the qualities of an

educator, strategist, friend, psychologist, parent and mediator all rolled into one ... I teach

now not for the money or the holidays but rather to prepare the young people in my care to

take their place in the world, facilitate petsonal development and equip them with knowledge,

skills and attitudes to understand and contribute to the community. I feel I am embarking in an

honourable profession. (V.00:053)

Another mature-age trainee teacher presented the now familiar account of theory change, but

she did so with such clarity and detail that one key paragraph deserves to be quoted in full:
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In February when I wrote "learning how to involve the class more in lessons", I had a very

limited understanding even of what I was trying to say by making this statement. Somehow I

sensed that in my previous teaching experiences, mostly in the teaching of adults, my students

would have benefited more if I had taken the focus off me, the teacher, as the transmitter of

knowledge and given the responsibility for learning to my students. I did not however

understand such things as a student-centred approach to leaming or constructivism' In our

discussions on the role of the teacher, I realized I had not critically viewed my own teaching

style until now. Until then, when teaching,I had been using the only model I knew, that of the

teachers that had taught me, a teacher-centred approach that did not involve any student input

into what was being taught. When I looked critically at the way I structured classes, I¡ealized

that I was placing too much emphasis on the teacher instead of moving the emphasis onto the

students. Once I changed this critical perspective, Ircalizedl could structure lessons so that

most of the time students were actively participating in what was being taught' My view of the

role the teacher plays in the classroom changed from a view ofthe teacher as the pivotal

transmitter of knowledge, to the facilitator, providing essential key information from which

students construct their own meaning. (V.01:101)

Perhaps the last word in this section can be left with a scientist who, as she reflected on the

course itself and its field experience opportunities, realized that'a miraculous transformation

had occurred. My "woolly knowing" had become the professional knowledge and past

experience of a novice teacher' (Y.OL:127).

2. CONFRONTATION AS TTIE SPUR TO CHANGE

To this point, we have seen trainee teachers encountering new ideas and responding to them

in ways that, if not always pleasurable, were at least positive, challenging and rewarding' In

some instances, however, the impetus for changin g apractical theory of teaching was the

strong awareness of incompatibility.
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Sometimes the focus was on the trainee teacher's desire to do better and the recognition that

alternative strategies could be accessed:

My fust year of teaching was a shoddy experience that is better thrown to the bin, for it was

bereft of any significant theory and application [to] teaching. (V.00:010)

Looking back on my practicum, and considering many of the problems I encountered during

that time, Ireallze that many of those difficulties stemmed from huge gaps in my professional

knowledge, especially with regard to the management of adolescents in the classroom setting.

(V.00:024)

Words like 'disappointing', 'not how things really were', and'I had to rethink'were cofilmon.

Confrontation blending into disillusionment permeate the story of a young woman,

specializing in English, who brought from her own successful secondary school days an

idealistic practical theory that was soon to be found wanting:

I embarked on this year with the attitude that students were all empty vessels, eagerly awaiting

my instruction and every bit as enthusiastic about my subject as I am. My students would all

look forward to my lessons. I would stand out the front, and educate and inspire them. They

would have already developed the basic social skills which required them to sit still and silent

while I spoke, and to offer their own opinions in an appropriate, and well-expressed nnnner

when I gave them the opportunity. How I could have forgotten the nature of adolescence and

puberty so soon after experiencing it myself, I have no idea'

The fact is (as I learned all too quickly) students already have their own opinions about

everything - even if they don't know anything about it. They don't really care (for the most

part) what I have to say. They see my subjects as irrelevant, and odious, as they are

compulsory, rather than elective subjects. They do not look forward to my lessons. I can not

stand out the front and educate them (let alone hope to inspire them) unless I have taught them

the very social skills that I initially expected they would have already. Most of the time, they
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will not wait for the appropriate juncture to offer their (often ill-expressed) opinion. The rest

of the time, they would rather not offer an opinion at all, but would rather sit there dully and

wait for me to tell them what to think-and how to go about it (i.e. thinking) in the first place.

Indeed, for many of my students, the entire concept of school is seen as a cruel, and

unnecessary, infringement on their personal time, which would be better spent watching

daytime soap-opeÍas or surfing the net. My theory of teaching necessarily had to be readjusted

in order for it to survive in the hostile environment in which it found itself' (V.01:028)

There are grounds for optimism, however, for this young teacher recounts later in her paper

that she has learnt to establish 'better understanding and empathy' with her students, and to use

the resources provided during the course to analyze students'behaviour and deal with it

appropriately.

One of the most striking illustrations of how difficult and painful it can be for those

undergoing theory change came from a mature mathematics specialist. His prior experience in

overseas schools had been in classrooms where, typically:

The teacher is delivering a speech, writing notes on the blackboard, and giving examples

Students take notes, copy the blackboard and follow the teacher's example. (V.01:033)

Now, he must adjust to a context in which a teacher is deemed to be a'facilitator rather than

an instructor', and must 'negotiate' with students and provide 'a variety of methodologies'. He

reports:

Honestly, at the beginning of this course I was not sure if I am going to enrol. On one hand, I

was shocked by the system of education requirement for becoming a teacher. On the other

hand, I remembered myself when I was teaching math at the age of 19 in a girls' school of

students' age range between 12 and 16. Now, after all the experiences I have had through my

age, I am requested to do this course in order to fulfrl the requirements; [it] makes me feel

really sad. I am entitled to teach in university or TAFE, but not in high school! Why is that
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happening in a modern society like Australia?

After coming to this coufse, all of these questions have been answered. (V.01:033)

3. RESPONDING TO NEEDS

The unmet needs of students (rather than the self-esteem of teachers) figure prominently in

some of these memoirs. One trainee mathematics teacher (V.01:093) identifies two'watershed

moments'in her professional growth The first came when she recognizedthat her own

preferred way of learning would not suit every student in her class and she needed to develop

an approach to teaching that was less 'one-dimensional'. She continues:

The second watershed moment came for me on teaching practice, when I encountered just

how varied the abilities of a class of students can be. I also discovered that teaching the

curriculum was the least of my concerns ... This course has made me recognize the

importance of understanding the components which make up students' learning in order to

recognize the individual learning needs of my students. (v.01:093).

Another young woman with a specialization in Studies of Society and Environment declared:

It was not until I actually got into a classroom lthat.Il realized that my particular teaching style

did not suit all the students in my class. (V.01:021)

on a similar note, an older woman with expertise in science wrote:

The realization that different individuals have particular ways of learning that could be quite

foreign to my own made me consider that teaching has more to do with craft than technique'

STIC has made me rethink many cherished beliefs and values, has confronted me with my

own personal prejudices, and helped me redefine the way in which I can make education more

inclusive for those students who will ultimately fall under my professional care. (V'01:046)
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Again, teacher-centred attitudes came to be questioned by a young scientist when she

encountered the real classroom for the first time as a teacher:

At times, before I did my first teaching placement, I didn't really consider that I would need to

listen to the students. It was simply important that they listened to me. (V'01:108)

Recent quotations from memoirs illustrate important shifts in attitude away from an

authoritarian, teacher-dominated delivery of curriculum towards active student-focused

learning. Such a significant change in pedagogy can be attributed, in part, to the availability of

a convincing, alternative theory that promises resolution of perceived difficulties. Another

impetus for change may lie in a closer acquaintance with, and deeper understanding of, the

young human beings who are doing the learning. This last point is strikingly made in an

anecdote related by a music teacher, who drew on her one-to-one teaching of the clarinet. One

particular student seemed shy, awkward and disinterested:

When I would say, "Hello", to him and ask how he was, he would only ever grunt back one

word answers in a soft monotone voice which I could barely hear and he would never make

eye contact! I tried each week to be nice and friendly and hoped he would open up and

become a little more enthusiastic like a lot of my other students are, but it never occurred' In

the end I would just be "going through the motions" in his lessons and I probably gave the

impression to him that I thought he was not doing well. He never seemed to practise and only

just scraped through to pass his clarinet exam last year.

I had practically given up hope and, unfortunately, I think he could sense it, which only made

it worse . .. I always thought the problems were because of his faults-never mine! (V'01:081)

However, she chanced to have a conversation with the young clarinet player's home room

teacher, who spoke enthusiastically of his maturity, humour and delightfully outgoing

personality.
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I thought she must have been talking about someone else because it didn't sound like the

[young man] I knew ... I felt sad that I had always put [him] into a "too hard" category in my

own mind and always viewed him as never succeeding at the clarinet. I felt upset that there

was another side to him I had nevet seen, probably because he had sensed that I didnt enjoy

teaching him as much as many of my other students. The next time I saw [him] I treated him

as a funny, mature, enthusiastic and outgoing person, and strangely enough he sta¡ted to

behave that way. I started treating him like he was a worthwhile student who I was happy to

be teaching and he seemed to respond in the way his school teacher mentioned .'. [he] still isn't

the world's best clarinet player, but because I have learnt to treat him differently he has felt

much more comfortable and has made some progress on the clarinet'

... I am grateful to [the] classroom teacher for showing me that side of him, and to this course

for making merealizehe never had a problem-the problem was mine all along. Once I

realized he was a person before he was a clarinet player our relationship was better .. ' I now

really enjoy his lessons ... Now he knows I value hím,he is willing to value what I have to

say about clarinet playing and he is starting to improve! (V.01:081)

C. TRAINEES REPORTING EVOLUTIONARY DEVELOPMENT

V/ith 82 members (44.8Vo of all trainee teachers), this was marginally the largest group and

perhaps the easiest to characterize because of its high level of homogeneity.

Members of this group reported a growth in knowledge and skills, as well as the emergence of

a distinctively teacher-like perspective on classroom activities. A change in practical theory

occurred, but it was generally described in terms of learning, gfowth, evolution, development

or extension of what was already known. There was no reference to the upheaval or

wrenching reconstruction of understanding that typified the extremes of the Y Category.

Instead, trainee teachers in this group tended to express mild surprise at whatever progress

they had made:
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Until I sat down and started thinking about lthis] task ... I hadn't rcalized how much the things

we have done in this course have impacted on my development professionally, particularly my

thinking. (V.01: 056)

Another wrote:

Only by looking back now to the beginning of the year do lrcalize how much I d\d not know.

(V.01:037, her emphasis).

It was learning that was singled out for specific mention by the largest sub-group, 24 out of

82, in this D Category. A young woman who specializedin English and Languages Other

Than English (LOTE) commented:

I learnt about things I had never really considered as relevant to teaching and found out that

they are indeed of vital importance in the classroom .. . I have come to more fully understand

and appreciate the concepts of learning and teaching, behaviour management, communication,

development, classroom awareness and time rnanagement. (V.00:053)

Another young woman, also a teacher of LOTE, described how valuable the study of

motivation had been for her:

It was not only interesting but indeed useful to look at exactly what energizes or directs

behaviour ... I believe that knowing why some students always seem to be motivated and

others don't, and more importantly how we as teachers can use our knowledge of the factors

behind motivation to engage the interest of all students is a necessary skill for all teachers'

(V.01:036)

Another trainee teacher, agnn a young woman, this time with Mathematics and LOTE as her

teaching subjects, caught both the importance and the excitement of learning and really

knowing when she wrote:



t27

Learning is its own motivation. That moment when we see the connection, that'ah ha'feeling,

is what makes learning an incredibly satisfying and enjoyable event ... I have found that

putting an expert in front of a class and filling the board with notes does not get many 'ah ha's

from the audience. Under this sort of instruction, the 'ah ha's come late at night while studying

for tests or completing assignments' (V.01:045)

Another sub-gtoup, almost as large with22 members, referred to the continuous growth, or

the gradual accumulation of insight, that had marked their year. Typical were the words of a

young, overseas mathematics teacher when she commented:

A teacher's education is not just . . . knowledge of their subject matter and diagnostic skills, but

with the teacher's beliefs, conceptions and personal theories about subject matter, teaching and

learning. A teacher must be willing to constantly learn and grow, and be a student forever.

(V.01:100)

A young mathematics and science specialist, who had given an account of his growth in the

profession, foresaw a continuation of the process after completing the course:

I suspect that when I'm 60 and have been teaching for 30 years, I might have some idea of

what I'm doing in the classroom. Until then, I will try, and try again, and always learn from

my mistakes. (V.01:070)

A SOSE specialist in the over 40 age group actually used a growth image as she reported on

her experimentation during field experience:

I would not have risked the techniques employed during my teaching if the seeds had not been

previously planted during the Student Teacher Interaction in the Classroom cowse. Whether

this knowledge was imparted by individual student teachers through their presentations, or by

the tutors through their lectures, the effect was the same and very beneficial. (V.01:044)
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Others, 17 in number, either used the word evolution to describe their professional

development, or wrote of an unfolding of understanding. A music teacher summed up the

nature of her learning experience during the course as:

... one's own theory of teaching and leaming is constantly evolving ... with different

experiences, envhonments, discussions with others, and professional reading leading to a

reshaping of thoughts and behaviours. (V.00:055)

Another 13 sought to capture the nature of their experience in words like 'broadened',

'extended', 'enhanced', 'deepened', 'expanded' or 'built on'. The notion of refining knowledge

that already existed was beautifully caught by a young teacher of LOTE and SOSE; he

recounted his readjustment when 'the goals of the dominant Westem culture' that underpinned

his understanding of teaching proved to be 'invalid in an indigenous context ... lwhich]

centred around the community and the compatibility of different identities'. He went on to

wnte:

. . . ogr understanding of schools, often derived from the perspective of being a student, is not

always accurate. The course ... has, above all, sharpened my soft-focused image of schools

and schooling. (V.00:039)

In a miscellaneous sub-group of the D Category, one former soldier and police officer wrote

of adapting his previous theory of instruction to the new context of secondary schools (and

thereby provided an interesting contrast with those from a similar background whose views

are reported in Part D that follows):

The introductory school visit ... was very influential ... Without this, I would have been

operating on a misunderstanding of how the modem classroom environment operates. It would

have been too easy, and very unhelpful, to continue in the blithely ignorant misunderstanding

of the classroom that I held prior to cornmencing this course. (V.00:051)
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Also in the miscellaneous sub-group were four trainees who saw their year as the gathering of

more and more strategies or techniques to cater for individual differences in their classes' A

young, male mathematics teacher declared, 'We need to have as much in our tool bag as we

can' (V.00:017), while a female science teacher asserted, 'This course has undoubtedly

provided me with a knowledge I consider to be like a toolbox'(V.01:061).

In a sense, the distinctions drawn between the sub-gfoups in this category may seem semantic

or arbitrary, but the overwhelming impression must be one of steady, unremarkable, gradual

change. Perhaps it is the very lack of passion, the absence of confrontation, that signals,

however faintly, the threat embedded in the seemingly comfortable growth patterns reported

in this section. The words of a young English and SOSE teacher are cause for concem. Early

in her paper, she had equated growth with acquiring new strategies. Later, as she contemplates

the future, she asserts:

I will continue to learn new things as long as I am in this job. Still, I do not believe that these

things will be in theory lessons or academic lectures-they will be tricks of the trade learned in

schools and in the classroom, both on purpose or, most likely, by accident. (V.01:038)

D. TRAINEES REPORTING CONSOLIDATION OF EXISTING VIEWS

Twenty-three memoirs (or I2.57o of the total) were identified as belonging to the N category;

that is to say, the practical theory expressed in the paper appears to have remained largely

unchanged during the course of study. Of these students, 10 were female, with 6 being

younger than 30 and the remaining 4 in the range of 30 to 39 years. Amongst the 13 males in

this category, there were 5 under the age of 30, another 5 in the range of 30 to 39, and 3 aged

40 or more. It was noteworthy that males, who constitute 37 .5Vo of the total sample, made up

56.57o of the N category.
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Furthermore, of the 23 students in the N category, 1 was a female specializing in English and

5 were male English specialists, while 3 females andT males were specialists in mathematics

and/or science. That is to say, those with a specialization in English or mathematics and/or

science make tp 69.67o of the N category. By contrast, the combined totals of 47 English

specialists and,54 mathematics and/or science specialists represent only 54.9Vo of the whole

group.

Age, gender and subject specialization appear to be influences in the definition of the N

category.

Common to all memoirs in this category was the sense that the writer had formed strong

views about a teacher's work prior to joining the Graduate Diploma in Education course. The

group was by no means homogeneous, however. Indeed, a number of sub-categories became

apparent.

1. CONTENTED SCHOLARS

Firstly, there were three papers (coded N+) that articulated a pre-existing theory that was

strongly student-centred and activity-based. In these cases the constructivist emphasis of the

textbook for Student-Teacher Interaction in the Classroom course (Mclnerney & Mclnerney,

2002) and the South Australian Curriculum Standards and Accountability Framework (DETE

Curriculum Policy Directorate, 2001) were seen as affirmation and extension of a view that

had already been formed.

One trainee teacher, for example, describes why her own schooling was a far more powerful

influence than any subsequent experience

My theory of teaching relates to the way that I was once taught when I was a child. My early

experience with schooling and educators formed my recent views on teaching. I came from a
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small to,wn in Lebanon where traditional teaching was used in public schools' Students used to

listen to the teachers, take notes and never tend to interact in any way. If a lesson was

misunderstood or not clear, they would never have courage to ask the teacher to repeat or

explain. It was all a teacher-centred way of teaching. However, as I was sent to a private

French College in the city, I had the privilege to experience different ways of schooling and

learning. At my school students \ryere as active as teachers. We shared ideas and did

communicate. There was mutual respect and students received encouragement and support. As

a result, I developed my own theory of teaching. (V.00:029)

Then again, a negative personal experience of schooling can be just as formative. Another

trainee teacher, after beginning with the declaration:

I have always said, "If a ... student leaves the teacher, after a designated period, and still

knows nothing about the subject, it is not the student who has failed",

reveals before the end of that paragraph the origins of the commitment to student learning

and, later, the teaching principles that flow from it:

This philosophy still holds true to me, even more so now than it did when my own children

were going through school when I had many a strong discussion with some of their teachers

... The challenge for me (and my duty to my students) is to identify the needs and interest

level of each student and adapt my style and approach to teaching to accommodate the whole

class, and to constantly seek feedback from the students and ifnecessary alter my style and

approach to adapt to any changes in their responses to my teaching. (V.01:121)

2. SAGES ON TFIE STAGE

On the other hand, traditional, teacher-centred approaches were reported and defended in 9 of

the memoirs
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Teaching means the passing of knowledge, information, skills and attributes ... Teachers

should be able to motivate, develop and instil a sense of belonging in learners ... Students

have to be made responsible citizens ... Teachers should be able to instil in students respect

for self and other. (V.01:096)

I believe that the best way to teach students is to: 1) thoroughly prepare lessons, 2) garn and

maintain student attention, 3) give instruction in an environment where students will become

active learners, by which I mean, students display a degree of action in their process of

learning, and 4) regularly assess student knowledge and skills to ensure learning has occurred

... ISTICI has reinforced some of my preconceptions of what it takes to be an effective

teacher, and has given me the confidence to follow these convictions through. (V.00:050)

Such a strong focus on learning outcomes and teacher responsibility was frequently softened

by human touches, a strong sense of professionalism and a genuine concern for the well-being

of students:

I believe that being an educator is the process of not only imparting knowledge, but a bit of

yourself as well. Teaching is a noble profession and one which requires passion and feeling

and I think that this can only come about by drawing on your own experiences and relying on

your petsonality to eîgage the interest and motivation of your students. (V.00:002)

I will use my petsonal power and the confidence to be highly enthusiastic; gain the attention

of students by showing them respect, love and care; and provide them with a friendly and

inspiring leaming environment where they can feel safe, relaxed and happy to concenffate on

their studies. (V.00:01 1)

Throughout the papers of which these extracts are typical there are echoes of the noble

altruism expected of teachers in earlier decades and an indication of how firmly they are

established even today. The enduring influence of established educational philosophy and

methodology was nicely caught by the trainees who wrote:
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I was not impacted by the theories [discussed in S-TIC] because I have always had a role

model of what a teacher should be. I asked my grandfather what his theory of teaching was

and on the spot point after point was discussed. Page 12 of Mclnemey and Mclnerney has a

list of essential teaching skills for effective learning; these were all covered ... From a very

young age my mother would tell me why he was such a good teacher, how he often had to

teach several year levels at once, was always organized and in control etc. So even when I

went to kindergarten I had a firm idea of what a teacher should be like. (V.01:047)

I personally learn best when I am fed information and given a diagram to summarize the

information. This may be because I am self-motivated to learn in humanistic fashion. When

faced with a constructivist problem, I grow frustrated and find it too difficult because I am

used to being fed information. (V.01:102)

3. MECHANICS

Another sub-group of four trainee teachers, while closely aligned to the Sages on the Stage in

their preference for teacher-centred classrooms, exhibited both a mistrust of theory and a

strong interest in the techniques of classroom management. For example, one commented:

Being a professional course, this subject should ensure that it maintains a focus on the

practical application of the content, rather than merely exploring a variety of theories,

definitions, and psychological frameworks connected with education ... The extent to which

learning theories were studied ... would perhaps be better suited to those who wish to pursue a

career as a full time school psychologist, of a school counsellor. CV.01:089)

He evinces little concern for understanding how students learn, but finds merit in things that

are more practical:

The frst section of the course that had a positive impact on my professional development was

concerned with the writing of lesson plans and the practical implementation of lessons ... The
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... subject examined and discussed the format of a lesson plan, classroom structure and

underlying principles in significant detail. These lectures proved to be especially useful during

the practical component of the course. ff.01:089)

This practical orientation is echoed in the comments of V.00:063 who, when reviewing the

'few things [about the course] that stick in my mind', writes that the 'big ones for me were

looking at lesson preparation and planning'. Similarly, V.01:006 concentrates on'everyday

things such as our physical posture, clothes, facial expressions, and general body movements',

and suggests that the'tone and volume of our voice and the continuities in our speech are

perhaps the most important things to improve on as teachers'.

Another trainee in this category, besides affirming the value of guidance about lesson

planning, turned her attention to 'the importance of understanding your students'. Even here,

her preoccupation, typical of many novice teachers, with obtaining a tool kit of practical

answers to practical problems surfaces in her comments on students:

I believe it is important to be aware of the numbers of students in your class, their cultural

backgrounds, gender, whether any students suffer from learning or physical disabilities, and

the prior knowledge students possess in the subject. Such [knowledge] will determine the

teaching methods which teachers will use in the classroom. For instance, knowing the size of

the class is important for teachers so that they are awÍue of how many copies of handouts to

make and how to divide the students evenly for group work' (V.00:013)

Practical issues are not unimportant. Perhaps, then, these examples suggest not only that high

levels of apprehensiveness may lock a teacher's focus onto practicalities, but also that

professional development for these people should flow outwards from the practical problem

they perceive.
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4. BORN TEACIIERS

In two cases, the persistence of a pre-existing practical theory seems to be linked to the belief

that effective teachers possess innate qualities that are important determinants of success. One

student wrote:

I believe that all teachers, or potential teachers, have within their character and personality a

natural theory or approach to teaching. It could almost be likened to or described as a natural

instinct ... Constructing one's personal theory of teaching is for me really an organtzation of a

person's pre-existing ideas. (V.01 : 122)

Another put it rather awkwardly, but with insight:

The knowledge of how to teach effectively .. . comes from a variety of sources. The frst of

these sources comes from the teacher themselves. A really effective teacher, knows inside

what they want and to a certain degree, this feeling inside a teacher has [sic], cannot be taught

to them, it is something that has developed inside and is as personal as any emotion'

(V.00:080)

This trainee seems to be groping toward arealization that the field experience and educational

theory he discusses in his next two paragraphs will actually become part of his broader

understanding but, for the moment, they provide only 'knowledge of what things work, much

of the time, and what things never work', and 'only allow the teacher to make an assessment

based on prior knowledge'. Furthermore, he argues that:

... each person will interpret [what has been experienced] and arrange it in their minds

differently to everybody else. They will discard what is not meaningful to them straight away

and take what is meaningful to them and combine it in their own mind to make their own

theory. (V.00:080)
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This view of teachers and teaching supports the argument of Handal and Lauvas (1987) that

practical theories develop early and shape all subsequent behaviour relevant to the theory. It

also illustrates Sotto's (1994) description of the control exerted by schemata over the

perception of new ideas.

5. DEFENDERS OF THE FAITH

Three papers stand out for their vigorous and cogent defence of established practical theories

that were developed successfully in non-school environments'

A former tour director, accustomed to the transient tasks of managing human beings and

communicating interesting or useful information to them, finds new and surprising demands

in the Graduate Diploma of Education course:

I must not 'talk and chalk' it seems. These students are not tourists flying in this week and out

the next. It seems I need to build trust, respect, confidence-shock-horror-a relationship'

(V.01:095)

He is comfortable when 'centre-stage' and seems to understand that teaching is a more

profound and complex, longer-term assignment than his previous career, but he still searches

for concise direction on what he now must do:

Randomly sorting through the various STIC handouts lnot the text book, it might be observed]

I noted the odd pearl here or there, but no one coherent system or approach, certainly nothing

gender specific that dealt with the idiosyncrasies of the Venetians [sic] (from the Martian

perspective). (V.01 :095)

He comments that:
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... the course should involve more practical time and far less theory ... The STIC material

alone could be condensed down to 10-15 pages, and these lessons taken to heart. Why confuse

and overburden, when much theory on teaching itself suggests otherwise, namely clarity.

(V.01:095)

Another trainee has experienced a similar singleness of purpose and clarity of procedures in

an earlier occupation. He, too, found the GDE course irksome:

Probably the most significant growth of my teaching skills has occurred during my training as

the [sic] Australian Army Officer...After this intensive course [i.e. Module 1A] anything the

Graduate Diploma could throw at me would fail to impress. (V.01:068)

It is possible that his military model of instruction is so dominant that the potential of an

alternative approach to learning can be obscured. He refers to the student-led workshops, and

particularly to the first GDE tutorial of the year in which students were invited to consider

descriptions of two contrasting lessons on the same topic. It was intended that the case studies

would promote reflective discussion and lead to the identification of issues to be explored

during the course. The army officer didn't see it that way:

... in this course, students were left to their own means-a very unfair and distressing

prospect. In fact, this course seemed to do one of the basic don'ts I was taught in my Army

training-testing students on something they haven't been taught! Certainly, that was the

impression I was left with from the frst tutorial activity. (V.01:068)

The blocking power of an enduring and successful practical theory is displayed in the writing

of yet another GDE student. The context in this instance is not a military one but a decade of

tertiary lecturing and demonstrating, coupled with the tutoring of senior secondary students.

This memoir is interesting and, at times, disturbing for it launches thoughtful criticisms of

activities often taken as best practice:
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Bad physics propagates because individual people make errors that are then copied by others

who are incapable of critically appraising what is presented them ... Resource sharing also

propagates bad science ... It seems that very little professional development in teaching

addresses subject expertise, and so teachers are not scrutinized closely (or well developed) in

this area. (V.01:018)

Further, he draws attention to the disparity between educational theory espoused in a

prospectus and the activities that really dominate classrooms he has seen. Simultaneously, he

reinforces the assertion that students bring their own practical theories of leaming and

teaching to their studies:

Much of the new teaching methodology seems to amount, in practice, to spoon feeding

students (although this is not its intention), particularly at private schools. Students are very

uneasy about open-ended exercises, and exercises that extend them. They want a high degree

of prescription, and in private schools, demand it as education consumers. (V.01:018)

One might be tempted to reallocate his memoir to the Contented Scholars segment above,

because of his emphasis on 'two key concepts-subject expertise and respect for the students'

His recognition of, and respect for, individual differences are impressive:

One of the things I have enjoyed about tutoring [senior secondary students] is observing that

every student constructs lnowledge differently ... Some of the poorer academic students I

have encountered are able to intuit concepts that I myself labour over, while some

academically brilliant students get blocked on concepts that seem banal ' .. nearþ a// students

display thinking at some time which is profoundly impressive to me.

Nevertheless, with candour and self-knowledge he writes:

My theory of teaching has nothing to say about a middle school class that, trapped in a

paradigm of antagonism toward authority, is dedicated to the destruction of the learning
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envirorrment! With one class I taught, I concocted a scheme to pump carbon dioxide into the

room, so they would just sleep through the session-it was my best solution. They certainly

did not respect me for my subject knowledge. I didn't implement that class management

solution,I should add. (V.01:018)

This comes from a man who began his paper by offering 'thoughts ... unpolluted by the deep

cynicism of educational bureaucracy and noveau [sic] teaching methodology'. It is

unsurprising and, perhaps, comforting to observe that beginning teachers who bring

commercial or military expertise to education find it difficult to adjust to a new paradigm for

teaching. It is a confronting and worrisome situation, however, when someone experienced in

education and who champions values we share with him, turns away from a crisis that begs

reflection and self-evaluation. In this last memoir, the conservative power of an established

practical theory is confronted.

E. MAJOR THEMES EMERGING FROM THIS CHAPTER

On the first day of their study program, trainee teachers brought from their own schooling and

subsequent tertiary study and/or employment an already established, but rarely articulated set

of principles for teaching and learning. In many cases, the individual and distinctive practical

theory was so naive or situation specific as to be inadequate for teaching in the secondary

school of the twenty-first century. That individual practical theories existed, however, is

amply shown in the memoirs.

It is clear, too, that by the end of the year, the practical theory of most students had undergone

significant change. The change, itself, seemed to have been a process of leaming that led to

new knowledge and behaviour. That is to say, existing practical theories-as Handal and

Lauvas (1987) had predicted-are not immutable.
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The change process is described by trainee teachers as simultaneously involving a number of

components that include:

a. assimilating new knowledge into what is already known;

b. reconstructing existing knowledge to accommodate novel ideas;

c. preserving existing knowledge deemed to be relevant and useful.

The ratios of any one of these components to the others vary from individual to individual,

giving rise to idiosyncratic pathways to change.

In the memoirs discussed in this chapter, a strong determinant of variation appears to have

been the nature and strength of the pre-existing practical theory:

a. Those, whose earlier experiences of learning and teaching were precursors to the

constructivist model presented in STIC, generally reported steady incremental learning.

They used terms like growth, evolution, unfolding of understanding, and gradual

accumulation of insight. It was only in hindsight that they perceived the extent of changes

in their practical theory of teaching. The profile for these people would be high for

assimilating and lower for accommodating and preserving. It may be convenient to refer to

this group as 'assimilators', but that term would denòte the dominant-not the sole-

component in their change experience.

b. For another group of trainee teachers, constructivism was a stem challenge to their

existing, usually traditional, practical theory. They wrote about a major mental shift, and

indicated a disruptive confrontation with seemingly incompatible ideas. The dominant

component of their change experience was accofiìmodation-a radical reaffangement of

existing beliefs and practices. The disequilibrium experienced during the process was

frequently uncomfortable and threatening, but they were eventually able to emerge from

confusion into deep commitment to the new idea. For convenience, these people might be
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identified by the dominant component of their change experience and, thus, referred to as

accommodators

c. To a third group can be allocated all who said they had persisted with a pre-existing

practical theory. In one sub-group were those whose pre-existing practical theory was

highly compatible with the constructivist emphasis of STIC and therefore were able to

preserve that theory with only slight modification. This sub-group might be termed the

'preservefs'.

In another sub-group are trainees who did not achieve notable changes to an inappropriate

practical theory. They used material that tended to reinforce the existing theory and

discarded what was not meaningful to them. In preserving the pre-existing theory, they

were sometimes perceived to be hostile to the new idea. There is the possibility, however,

that disequilibrium in these cases might have been so intense and the absence of schemata

for making sense of the new ideas so severs, that what was perceived as aggression might

have been a cover for bewilderment, fear and a sense of failure. Nevertheless, with proper

caution, these people might be characteizedby their observable behaviour and referred to

as the 'resistors'.

It is possible that other change programs might reveal a similar range of responses to

pedagogic change. It may also be worth noting that, in the sample described here,

'accommodators' and 'assimilators' each made up between 40Vo and 45Vo of participating

trainee teachers, while 'preservers'were a mere l-2%o. 'Resistors', however, at about L07o of

the sample were a small but potentially influential minority.

While the pre-existing practical theory seems to be one of the strong factors determining the

nature of pedagogic change (if any), other influences have been suggested in this chapter'

Age, gender and subject specialization may be especially relevant, as people less than 30
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years old are a proportionally larger goup of 'assimilators'than might have been anticipated.

Furthermore, women less than 30 seem to be over-represented amongst the 'accommodators'

while men--+specially those who teach science and/or mathematics, or are in the 30 to 39

years age group-dominate the'resistors'.

The content of this chapter provides support for some of the change principles proposed at the

end of Chapter Two:

Very few trainee teachers began their program of study with a practical theory that

would promote a genuinely student-centred, constructivist approach to learning, or

emphasize the acquiring of higher-level thinking processes. These goals would have to

be learnt during the program of study.

11 The nature and strength of the pre-existing practical theory of teaching were formidable

influences on whether a trainee was able to change, and largely determined the pathway

to any change that was achieved.

iii. For some, learning was predominantly assimilative. For others, the more confronting

process of accommodation prevailed. For the remainder, change was either unnecessary,

or impossible to achieve in the circumstances that prevailed. Change leaders would be

well advised to plan a differentiated approach to take account of the range of starting

points and learning needs. Three factors-the availability of a potent alternative theory,

meaningful contact with actual students, and the capacity to access theory through

practical problems-seem likely to have a positive influence.

The factors that trainees reported as promoting or blocking a change in pedagogy are

addressed in Chapter Six. Meanwhile, Chapter Five reports the experiences of changing

practical theories and collective codes in two secondary schools.
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Disparities in the Schools

The changes of practical theory described by trainee teachers took place, in a sense, in

isolation. kr this chapter, attention is directed to two large and typically busy secondary

schools where all the normal curricular, co-curricular, pastoral and administrative activities

continued unabated, while changes in pedagogy, assessment and reporting were undertaken

throughout each school. Moreover, it was not only individual practical theories of teaching,

learning, and managing change that were to be revised. As Handal and Lauvas (1987) pointed

out, the prevailing collective code of teachers-and, we should add, of students and managers

as well-also had to be reshaped if effective school-wide change were to be achieved'

Accordingly, this chapter reports the views and experiences of teachers and students who took

part in these innovations. Predictably, each sub-group of school participants presented a

distinctive perspective of the change experience. Part A deals with the reports of 18 well-

established classroom teachers of English, mathematics and science, while Part B summarizes

the views of the heads of those departments in each school. Members of each school's

management team, who had been charged with the introduction and implementation of an

innovation, together with other staff members entrusted with special responsibilities in a

particular project, are the focus for Part C. The perceptions held by students selected from

Years Eight, Nine, Ten, Eleven and Twelve in each school are discussed in Part D. In Part E,

connections are made between themes emerging in this chapter and the principles proposed at

the end of Chapter Two.
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A. CLASSROOM TEACHERS

Five of the teachers in this group specialized in English, six taught mathematics and the

remaining seven taught science. Two of the teachers of English were male, as were four of the

mathematics teachers and five of the science teachers.

As these classroom-based teachers discussed their experiences of pedagogic innovation, it

became possible to discern a pattern similar to that emerging from Chapter Four's much larger

sample of trainee teachers. Four of the experienced teachers described a significant and

potentially disruptive variation to their existing theory and practice of teaching-the Y

category of Chapter Four, now labelled 'accommodators'. Another eight reported the steady

development of their practical theory through the accumulation of understanding and

expertise-Category D, the 'assimilators'. One was clearly in the N+ ('preserver') category,

while the remaining five, whose practices and practical theory seemed largely unchanged

amid the innovative activities in the school, fell into the N group, the 'resistors''

TABLE 4: COMPARISON OF EXPERIENCED TEACI{ERS AND TRAINEE TEACHERS BY

CHANGE CATEGORY.

Change

M 2 (18 25 (36.8)

F 2 (28.6) 53 (46.1)

M+F 4 (22.2) 78 (42.6)

x) M 3 (27.3) 30 (44.1)

F 5 (71.4) 52 (4s.2)

M+F 8 (44.4) 82 (M.8)

N+ M 1 ( e.1)

F J ( 2.6)

M+F 1 ( s.6) J ( 1.6)

M 5 (4s.s) 13 (1e.1)

F
,7 ( 6.1)

M+F 5 (21.8) 20 (10.e)

A,II M 11 (6I.lVo of all M+F) 68 (37 .2Vo of all M+F)

F 7 (38.97o of all M+F) 115 (62.8Vo of all M+F)
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Data displayed in Table 4 suggest that classroom teachers may have described change

experiences similar to those reported by trainees, but the distribution of classroom teachers to

each category hints at interesting differences. The proportions of experienced and trainee

teachers in the 'assimilator' group are comparable, but there seem to be comparatively fewer

'accommodators' and more'resistors'.

More detailed accounts of the change experiences of classroom teachers follow.

1.'ACCOMMODATORS' REPORTING RADICAL CHANGE

A science teacher presented what might be a classic instance of a change in practical theory.

In his earlier years of teaching, his approach to the teaching of scientific classification would

have been the traditional one:

I might get four different sets of buttons ... and go through the process of, 'Well, how do you

tell the difference between this one and that one?' ... and I might have some scientific

apparatus and say, 'Okay, how can you tell the difference between a Bunsen burner and ' ' ' a

conical glass ... and then we'd get down to the stage of, 'How can we tell the difference

between birds and bees and everything else? So it's . . . the old traditional style of things-the

way in which I would have done it ten years ago ... It basically all came from me . '. [the

students] would have mainly either been listening to me or answering questions from ... a

worksheet. (TranscriPt 12)

Ten years later, after initiatives to develop student-active, interdisciplinary curriculum units

and to emphasize the use of data bases in science as part of a school-wide program to foster

information literacy, he would approach the same topic'very differently':

V/e combined what we do here with what would happen in the Year Eight camp. The week

beforehand, we did a little bit of how you classify, how you can find things, how to conduct a

transect-mapping out an area... and identifying each different animal or plant or whatever
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might be there. We did a trial-we ... got a small area and mapped it out, then we went off to

[camp] and went bush ... and away they went and mapped out somewhere between aZO and

50 square metre area, and they wrote down all the information-how many bushes-what

type of plants there were-how rnany, how tall, how healthy-look for signs of animals-

could we identify them by the trails or footprints ... and then we entered all this information

into an Access database. Data we have collected this year by itself does not mean a lot, but put

it together with the following years, we then have got something where students in later years

can do a comparison-they can use their database to say what it's like now and what it was

like back five years or whatever it may be.

So what are the key elements of your new approach to the teaching of classification?

Well it's more real, instead of being artificial and just an exercise for the sake of, 'Well, that's

something that's been deemed you need to know, so we'll go ahead and learn it'. It is trying to

put it into a real context [where] they can actually use some of the data to produce a report [for

the funding body andl so they can see a sense of purpose. (Transcript 12)

When pressed, the science teacher acknowledged that his previous teaching had been focused

on the presentation of information and the assessment of recall. His practical theory of

learning was 'sit down, listen, be an empty sponge, take it in-if you don't agree, it doesn't

really matter, because that's ... what's in the exam, just learn it'. The transition to 'a more

holistic approach' was by no means easy. He had left teaching for a career in business and

training, but returned five years later 'as a matter of necessity' when his employers decided to

relocate overseas. Changes in the secondary school population that previously had been

developing unnoticed now struck home:

When ... I came back, I was there with my ideas but things had changed '. ' I had great

difficulty in that flrst year ... I went back into the way it used to be ... things that I took for

granted didn't happen ... I had a Year Nine group where it was, 'Right, okay, everybody turn

to page 84'and [the reply was] 'What do we want to do this for? We are just working out of
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this book--+'mon, make it more interesting for us'. I was sort of hit with a sledge hammer ...

and that opened my eyes as to how kids are different now ... it really did cause a lot of

problems and I had to re-evaluate what I was doing quite dramatically. (Transcript 12)

A serious professional and personal crisis, arising from his recognition of an unproductive

pedagogy, became the springboard into a thorough renovation of his teaching practice and

theory. How he achieved this, and what factors influenced the process, are more appropriately

dealt with in Chapter Seven, but we might note once againthe presence of a sense of

mismatch and distress similar to that identified by trainee teachers as a forerunner of

professional growth.

A significant revision of one's role need not be tinged with distress, as can be discerned in the

interview with an English/I-earning Support teacher. Her role initially involved working with

students experiencing difficulties, but a mathematics teacher's comment that 'half of the class

understand, the other half are just going to have to rote learn it', articulated her growing

concerns about the efficacy ofher support for students at risk. As she observed:

There's no leaming happening ... if you just rote learn and regurgitate, because you can only

regurgitate if it's in the exact format whereby you have learnt it. As soon as there are

modifications, then there are going to be real problems because you can't use your learning.

(Transcript 3)

Moreover, the realization grew that:

... well, I work with some [students] four or five times a week depending on how often I can

see them, but they are in class for twenty five or twenty six lessons a week, so if I am going to

be in any way efficient here, everyone needs to be supporting these students. (Transcript 3)

From this, a school-wide focus on inclusive teaching strategies was developed, extensive

professional development occurred, and a teacher's manual written to encourage specific
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teaching of learning skills. An extension of the scope of the program came about because:

... quickly it became apparent that the ways in which we could support students at risk were

appropriate for students of many different levels of needs. (Transcript 3)

Commentators within the school report acceptance of the initiative, widespread use of at least

some of the recommended strategies, and a considerably enhanced role for the teacher at the

core of the project. Interestingly, the teacher now sees her role as both 'working with children

with difficulties' and providing 'teachers with ideas about how we can develop literacy skills

[and] expand the way that we teach our students so that [they] have a greater level of success'

(Transcript 3)

The third example, in which a teacher of mathematics describes the impact of graphics

calculators on his teaching, illustrates the potential for new technology to reshape pedagogy.

In previous generations, much time and effort were expended on learning how to calculate-

how to find the maxima and minima of polynomials, how to find the mean or the standard

deviation of statistics-vvþs¡e¿5 ¡sw ;

... you can input your data into a graphics calculator [and] with a flick of one button it will

give you every single result you want ... Many of us old fashioned mathematics teachers

cringe at the thought, you know, of suddenly saying, 'Oh, we don't really need to know how to

do that anymore, because I just punch it in and there it is' ... then it becomes an interpretation

of what those figures actually mean-what is this data really telling us? (Transcnpt 47)

For this teacher, it was an unfamiliar and challenging experience to be encoutaging students

to 'think outside the norm', to'analyze questions', to 'work through to a solution quite

independently and with a minimal amount of information'. A firmly consolidated practical

theory of teaching that asserted teachers should provide packages of all necessary information
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and maintain close control of student activity was clearly opposing a pedagogy that required

students to be allowed to become independent thinkers and independent learners:

I mean, some of the teachers, including myself, have had difficulty with that approach in the

sense that some of us feel that students should be given more direction ... so it's been difficult

for us to adjust to it as a staff ...

The remainder of his sentence was illuminating:

... but once you see it in operation, and you see what the students are getting from that, it's

very good. (Transcript 47)

First hand experience of student gains, coupled with a high level of trust in the Head of

Mathematics who had been advocating a change in pedagogy'for a number of years, because

he's seen what's going to happen with mathematics', appear to have smoothed this teacher's

path towards innovation. Nevertheless, he sums up his experience as both'difficult and

exciting' and'a challenge but very rewarding'.

The next phase of the interview provided a frank and insightful reflection on the reasons why

his colleagues (and perhaps the mathematics teacher himself) had been so strongly challenged

by the introduction to graphics calculators:

lOther teachers] initially were very impressed with the work we were doing with students, but

they were really staggered at thinking their students were going to be able to handle this sort

of work [and] they were not confident enough to handle it themselves . .. There's a fear with

staff members .. . students will be able to handle it-we don't give them enough credit ... they

will enjoy the change that's going to occur, but it takes time to develop those skills and it is a

different way of thinking and so staff will be uncomfortable ... For years they've been

teaching mathematics in a certain way. They've got into a comfort zone, they've got resowces

... they have the knowledge, they have the expertise. All of a sudden, they're in an area where

they don't necessarily have all the knowledge, don't necessarily have all the expertise. In fact,
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you can find students who will be able to work with technology at a higher level than you do.

This is a bit scary for all of us .. . it's not easy to cope with that change-especiaþ if you've

been teaching for a number of years ... This is taking you right out of your comfort zone. It ...

challenges your ideals of what teaching is or how you're going to work in your classroorn, and

... as I was saying before ... students can actually know more than you, with technology in

particular. That can be a little daunting. With mathematics you don't normally-see, this is the

point, it's always been the teacher in control, the authoritY, and suddenly that's been

challenged. (Transcript 47)

Each of the three examples dealt with so far has provided valuable insights into the personal

experience of successful change. The remaining case, the narrative of an experienced teacher

of science, is particularly useful, for while it confirms the centrality of theory revision based

on a new perception of student needs, it also announces the fragility of a recently amended'

but inadequately consolidated practical theory. Her own schooling experience in a group of

'very high achievers' had been 'very much a lecture program ... [in] big classes-7O-so it

had to be set about that way' (Transcript 46). She did not carry the pattern of silent,

competitive classrooms into her own teaching, for she quickly understood that some students:

... catch on straight away-it's almost as if it's in thêir foetal memory- whereas others take a

time to get it, but then they understand the rest and then they can pursue it ... lthese are] the

dogged ones who keep pushing and pushing...and it really helps if you can give them the time

and the extra opportunity to discuss it' (Transcript 46)

She acknowledged that she had continued to learn throughout her career'not just about your

subject material, but about any of your students and how they leam', but that there had been a

'turning point' when she had attended a conference on applying the principles of constructivist

learning to the teaching of science. Despite her own well-established focus on student

learning, she shared with other members of the conference a reaction against the new

pedagogy:
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With so many of us there it was a completely foreign idea, so we had to step back . '. We all

sort of almost made fun of it, because it was so much in-so contrary to what we'd been

thinking. We had a certain mindset, you see. We had to sort of turn it around' (Transcript 46)

Probably the combination of major papers, discussion groups and informal conversations

prompted the emergence of a new understanding of teaching. It was:

... not like there was suddenly a bolt of lightning ... I mean, reflection is an important part of

constructivism, and the time it takes to make sense. I mean, the seeding comes in language,

doesn't it ... and then you sort of get layer upon layer as you matue. (Transcript 46)

Another important influence was her own experience of becoming a learner again as her

teaching assignment was altered:

It makes sense to me, no\ry, that you need the constructs in the brain to accept it. I am finding

this with myself now, because I am picking up physics which I haven't touched for forty years,

even though there are aspects which overlap with chemistry, and it takes me quite a while just

to sort of put a pattern in my brain so suddenly everything follows quickly. (Transcript 46)

The science teacher now describes herself as being a'facilitator'who ensures students have

the time, the capacity and the incentive to reflect on their learning. It must be noted, however,

that an almost contemporaneous school-wide program of professional development that

defined fourteen separate processes for encouraging students' higher level thinking appears

not to have been used effectively. The following exchange is interesting, both for the oblique

relevance of the answer and for the description of the student project that seems not to have

been shaped by the specific guidance offered by Dimensions of Learning:

Have you been able to make use of 'Dimensions of Learning' and, particularþ, the complex

reasoning processes it advocates?
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Well this is just part of our science teaching anyway, isn't it, with the practical work-using

knowledge meaningfully and so forth-yes ... It's always been part of Science, with

investigation and doing it in groups anyway. I mean, this is the way the big science groups

work anyway, isn't it? Stick their heads together and work there with the problem solving ...

We're doing a section in Year Nine on disease, so I got them to pick a disease each and they've

got to give a talk and you give them a mark for their presentation and how they hold eye

contact and how long they have their little slides up and the amount of information there-

they really get enthused by that. We learn a lot about all these diseases. I mean the fact that it's

all 'oomy' anyway, they like that part of it-talking about the bubonic plague, they love

talking about all those people dying. (Transcript 46)

The disease project incorporates none of the complex reasoning strategies that extend or

refine knowledge, nor does it require students to focus, for example, on problem solving

(overcoming constraints) or investigation (identifying and resolving issues about which there

are confusions or contradictions) as the school's major (and, at the time, six-year-old)

professional development program would have recommended. Instead, the Year Nine science

students were merely copying and repeating information. It must be asked why such a

professional and self-motivated commitment to constructivist learning in science failed to

discern the relevance and practical applications of Dimensions of Learning.

The four cases in the Y category of experienced teachers sound strong echoes of the change

experiences reported by trainees in Chapter Four. The male science teacher seems to have

much in common with those trainee teachers for whom confrontation was the spur to change.

The same is partially true for both the mathematics teacher and the female science teacher, but

the additional factor appears to have been, for the former, the meeting of student needs and,

for the latter, the grasping of a new idea. For the English/learning support teacher, the driving

force seems to have been her recognition that student needs had been inadequately met. As

with trainee teachers, the validity and acceptability of the new theory is seen to be an
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important factor; so, too, are the perception of student needs and the persuasive power of a

strong professional challenge. Additionally, there is the possibility that sustaining or

extending pedagogic innovation may be difficult'

2.'AS SIMILATORS' REPORTING EVOLUTIONARY DEVELOPMENT

Allocated to this category were 3 men and 5 women. One man and2 women were teachers of

English, 2 women taught mathematics, and 2 men and 1 woman were teachers of science.

Given that the entire group of experienced teachers contained 11 men and7 women, it might

be observed that women appear to be strongly represented and men clearly under-represented

in this category. Also noteworthy is the absence of male mathematics teachers from this

category.

As was to be expected, there was a degree of homogeneity in the substance of the eight

transcripts reviewed here. All these teachers described their involvement with innovation in

tems that were calm and almost commonplace. Words that caught this sense of unremarkable

development included '...it's the evolution of learning that has had to take place' (Transcript

38), 'the change of emphasis' (Transcript 11), and 'I sort of had been doing that anyway, and I

guess I am just consolidating more than anything' (Transcript 14). As she reflected on her

introduction to the innovation at her new school, an English teacher commented:

It didn't actually worry me greatly. There were some bits about which I was unsure, but I

found it very compatible with how I was teaching, especially for English-I mean, I don't

know about other subjects, but English has been doing that for some time I would have

thought. (Transcript 21)

Another English teacher characteized his induction as a kind of rearangement:

I think most people, myself included, grasped the thrust and the general idea, and certainly, for

me,I spent most of my time making connections between that and what I already þstw-5s'
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okay, that's like that, that's like that, so okay ... It allowed me some time to ... express what I

knew in terms of Dimensions of Leanning... so things like methodologies and that sort of

thing-I rearranged them and put them in. (Transcript 22)

A science teacher who referred to her experience as 'expansion' (Transcnpt 28) went on to

say: 'It wasn't a very dramatic thing. It was rather something that sort of came through and it

did sort of go hand in hand with the [new laboratories] that we were developing at the same

time'

Of particular interest were the remarks made by a senior, innovative and highly regarded

science teacher who, after resolving his initial scepticism about importing an overseas

program for pedagogic change, became a firm advocate of it:

It wasn't Mickey Mouse, it wasn't gimmicky, it really was about quite deep thinking processes,

and I think at the end of it all ... you tend to say to people: Look, okay, this is fine '. .

Are you saying that you warmed to "Dimensions of Leaming" because it embodied principles

of leaming that were already yours?

Many of them were. I wouldn't want to say that I came to Dimensions of Learning and didn't

learn anything-I learnt heaps, right, but there were things in there that resonated, things in

there that matched what I wanted to do' (Transcript 17)

The strongest thread that runs through these eight transcripts, as the previous sentence

reminds us, is the declaration in each that the change has been an assimilative learning

process. The contrast with the earlier Y category is marked. There, teachers faced a major

revision of their thinking-accommodation-that might prove to be challenging and hurtful;

here in the D category, the transition was steady and often professionally fulfilling.
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Aspects of personality appear to be elements of the contrast, too. Prominent in the D category

is an ongoing awareness of students as learners and the requirement that teachers respond to

the changing circumstances and needs of those students:

I think the way students are approaching learning has changed ... and we, as teachers, need to

be aware of that ... Students are certainly more visual learners . . . and I don't think that they

are able to control as much of their learning as they were in the past, because . .. all these other

factors ... are playing a role in their lives and detracting from their academic study'

(Transcript 2)

There is also a self-belief:

I'm teaching in a style that's true to who I am, and I think probably if I was forced to stick with

the text book, I'd burn out, I'd find it too frustrating, for there is such a lot of mathematics to

sort of revel in and delight in and the text book is-it's only just dabbling on the surface.

(Transcript l1)

that manifests itself in an unpretentious assertion of efficacy:

I now have the confidence to believe in what I am doing in the classroom regardless of what

other people might say or think (well, within reason of course, you know what I mean by that),

and that's come with age and experience. (Transcript 38)

Closely aligned with this confidence is a sense of personal security that accepts accountability

measures and allows-perhaps encourages-the devolution of control of learning to students.

The English teacher just quoted, reflecting on the introduction of criterion-referenced

assessment and reporting, commented:

There are no secrets any more ... it is a shift in power ... the teacher traditionally [was] the

filler of empty vessels [whereas] the teacher today is more a facilitator, a guider of learning as

opposed to the director of leaming in the past. So, it is a big shift in perspective for teachers ..

because it makes them more accountable for what they are delivering in the classroom. You
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really do have to sit down and think about: 'Why am I setting this task? What do I hope to

achieve? Are students aware of what they have to do? How am I going to assess this work?'

You have to be more organized and you have to be up front. I am sure that there are still some

teachers today who would prefer not to have to be that accountable. (Transcript 38)

Moreover, teachers in the D category seem to have a stronger predisposition towards critical

reflection on their own effectiveness

I think that what you end up doing is operating as the ultimate empiricist-you use the things

that work and you ditch those that don't ... Experienced teachers are people who know how to

reflect upon what they've done last lesson, last week, last year, and constantly work that over.

(Transcript 22)

They also exhibit a tendency to inform their own reflectiveness. Sometimes this is achieved

through careful observation of colleaguss-'l think that, honestly, from day to day I've learnt

a lot by watching good teachers ... and talking to them' (Transcript 1l)-and at other times by

courses of formal study-in functional grammar and information technology (Transcript 21)

or counselling (Transcript 11). Then again, an individual, purpose-driven search of the

literature may be initiated to support the transition to unfamiliar challenges in a new

appointment (Transcript 26). These people are students of their profession; they display what

one of them aptly described as 'professional restlessness' (Transcript 38).

Openness to change, the commitment to keeping in touch with current developments in

learning theory, and a focus on student learning combine to make experienced teachers in the

D or assimilation category potentially strong allies in pedagogic change. What happens when

they are asked to retreat from their understanding of current best practice to a regime they

deem to be outmoded or constricting (Transcripts 1 1, 17, 22 g.28) is a topic for Chapter

Seven
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3. TEACIIERS REPORTING CONSOLIDATION OF PRE-EXISTING VIE\MS

There were six teachers in this category.

The first, currently a mathematics teacher but recently transferred from the humanities, was a

'preserver'. He was strongly aligned with the three trainee teachers described in Chapter Four

as 'contented scholars'. He had found the process of pedagogic change in the mathematics

department 'very easy' because he was actually 'bringing ... ideas and different

methodologies' from his experience as a teacher of history and thereby 'breaking .. ' outside

the square of how maths is taught generally' (Transcript 35). While he has experienced no

discomfort in transferring appropriate teaching strategies to a new subject atea,he

acknowledges that some of his colleagues-€specially 'pure mathematicians who want to

teach only or mainly maths'-found strong challenges in 'things like group work and

investigating and ... setting up hypotheses and testing them and then writing conclusions ...

and writing twice a week in journals reflecting on what they've learnt'. Activities that he had

taken for granted were, for others, a very big deviation from the orderly progress through the

textbook that was their routine. Interestingly, he comments on the strength of the practical

theories of these people:

They've been sent on courses ... but in the end they're still in their little classroom; they close

the door and revert back to-because their belief is that people who write text books know

what they are doing and therefore I shall follow them. (Transcript 35)

The remaining five transcripts depict teachers caught up in innovation, but struggling to shake

off former practices. They do not fit conveniently into the same categories used in Chapter

Four to define the trainee teachers in category N. Indeed, their length of service (the youngest

was in his eleventh year of teaching and the oldest a few years from the scheduled retirement

age), and the multiple tasks of the school context made their experiences a complex bundle of

factors. The interviews offered hints that these five teachers might have been tempted by
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professional correctness to at least nod in the direction of the current innovative theory, but

any evidence that their practice had been influenced by the innovation was sketchy.

In Transcript 19, a teacher recounts the many roles he has occupied during nearly thirty years

in the same school, and points to the energizing effect of new challenges and significant

variations of responsibility. He is conscious, too, that his teaching has changed over three

decades. Now, he says, he is 'very conscious ... that you've got to try to make your approach

relevant to the students in your class'. He describes how 'the introduction of source books has

changed English teaching', and points to a shift in the focus of study, too. In his recent

treatment of Brave New World, for example 'we weren't looking for the sort of close textual

analysis ... that might have been the case twenty years ago [but] connections to the scientific

movements of the period'. He acknowledges that 'in the last twenty years I've got a lot quieter

and only occasionally raise my voice', and that there is less teacher talk in his classrooms,

although 'at times when a class is working, I've had twinges of guilt-I should be up in front

and doing something'. He believes that his professional journey through the years has been

'made of lots of little increments rather than big revisions of approach' and that:

The biggest change is not so much the change in the classroom as the change in administration

and the paperwork and the feeding of the bureaucrats which goes with it, so that I think that's

what really cuts into teaching and preparation time in lots of teachers' worlds. (Transcript 19)

Despite all the talk of change, other aspects of the interview lead towards a conclusion that

this teacher has not experienced significant change in his practical theory of teaching. He is

clear that his 'basic beliefs about the value of learning and ... the civilizing power of

knowledge ... are still the same' and asserts 'there is still a role to demonstrate ... a breadth of

knowledge and understanding and flexibility of thought which is perhaps more challenging to

kids now than just the knowledge of a particular subject area'. There is no indication,

however, that the school-wide program of pedagogic revision had any strong impact on his
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work in the classroom. On the contrary, as he spoke of his professional journey, he looked

back to much earlier influences-'the models [of knowledge and pedagogy] that I grew up

with':

There were some of my teachers who were inspirational and in one sense they didn't form my

decision to be a teacher-that had been formed far earlier than I saw ther+but they shaped

my decision about the areas in which I teach. (Transcript 19)

In fact, he is critical of his initial training:

... the most important aspect of our training was ... the teachers I'd had as a boy, rather than

anything that was done as part of my teacher training, because I was let loose on the world

with ... an absolute maximum of five weeks teaching practice spread over four years,

(Transcript 19)

Even postgraduate study seems to have reinforced early influences:

I think the Graduate Diploma was really, really important in that it helped me refocus and not

relearn ... there were some things about the project that were new, but lots of it-I suspect one

of the reasons it didn't really take off was that so much of it was related to grandma sucking

eggs, but it confirmed to grandma that the eggs were worth sucking, and I think it came at a

critical time in my career that it provided me a re-justification-a restatement of what I was on

about, and it provided a different focus. (Transcript 19)

This is the context in which his concerns that modern novels 'are not easy for Years Eight and

Nine to write about', his references to the selection of textbooks as a formative influence on

learning-'that wondertul England in Literature ... provided a marvellous resource for Year

Eleven students ... a big liberator in many ways'-and his silence on Dimensions of Learning

combine to suggest that this interview should ultimately be categorized as N. It is noteworthy

that the professional journey described in Transcript 19 not only illustrates a firmly

established and enduring practical theory but also suggests why it took on such resilience. His
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own schooling experience was so positive and his teachers so admired as strong role models

that he can say:

There are times when-I suppose, romantically-I think .. . of being the bearer of a baton that

goes back ... to the early twentieth century in that many of the men who taught me were

members of staff in the early years of the twentieth century and here I am, in a sense, carrying

that heritage into the twenty-first. (Transcript 19)

Then, feeling inadequately equipped by his teacher training to deal with his first teaching

appointment, he realized: 'I was lucky in that I had some good models to fall back on in terms

of people who had taught me'. Later, when he returned from an overseas appointment, he

found himself 'surrounded by a whole lot of people who were my former teachers, but much

of what was being taught was still happening in the same ways that it had when I was at

school ... some of the text books that were being used were all the ones that I had used'. He

was to remain at that school for another thirty years.

Three other transcripts exhibited common approaches to innovation. In each, the teacher

seemed not to have been fully engaged by the introductory sessions, leaving him with

inadequate knowledge, significant misunderstandings and a constricted perspective. In

Transcript 24,for example, the interviewee seems uncertain of the key elements of the

concept of middle schooling and the school's Middle Years Program (MYP), and their

relevance to his own teaching. He sees the middle school'probably as much on the pastoral

carelbehaviour management side of things-I know it is not just that, but in my mind that's

how the two sit'. Later, he acknowledges:

I'm not really familiar with [the MYP]. We've had a bit of in-service training and there was a

fair bit of course writing, but I wasn't available at the time to be able to do the course writing,

so my head's really not into it as much as it probably should be.

What is involved in Approaches to Learning?
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I'm not sure. It may be the MYP have built it as a top area of knowledge or it may be one of

the strands that goes-I'm not sure-I haven't had a lot to do with that side of things at this

stage. (TranscnPt24)

Another teacher in this sub-group was dismissive of a school-based mathematics syllabus

document that, ostensibly, was the outcome of discussion within the mathematics faculty:

We did have some professional development sessions in which we listed various different

things we'd like to see done, but the actual-when it came to the formality of the document

that was produced, we didn't have the full group together. It was done more individually and a

lot of the things were taken from other publications that, perhaps other schools had used.

That document might contain material transþrredfrom the literature of change and other

schools' documents?

Oh, yes. But I don't think I would disagree with too much really. Being an experienced teacher

there's so much paper put out, you tend to, well, you're aware that it's there, and you refer to it,

but you have your own style and way you go about things, and I think a lot of it's rethinking

the wheel with a different label' (Transcript 34)

Again, in Transcript 48, the same failure to engage fully with the broad thrust of innovation

can be seen. An unusual misunderstanding emerged during the interview when the teacher

announced: 'I quite frankly refuse to put into tests Dimensions of Learning questions'. To

explain his stand, the teacher argued:

The groups I've taught for many years ... haven't been the strong groups. If I put Dimensions

of Learning on a test ... the immediate thing would be, 'What's this got to do with us? ... This

is not for us. This is for capable kids, therefore we can't do it.

He appears to think that labelling (or in this case not labelling) the work is important, and

misses the opportunity to teach-as Dimensions of Learning advocates-the steps in the

process that leads all students to successful problem solving. This is probably an instance of
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excessive concentration on peripheral details at the expense ofunderstanding the intent ofthe

program. Perhaps this is again a failure of learning.

It may also be significant that each of the three teachers reported in this segment have a

restricted view of students' capabilities. In the most recent example, the teacher has accepted

or allowed to pass unchallenged the notion that students in the mid to late secondary years are

incapable of understanding basic learning theory. In Transcript34, we are told that students

'don't want to understand, just get the right answer', while Transcript 24 asserts: 'Sometimes I

wonder if we [i.e. teachers] take the whole issue of learning too seriously'. Embedded in the

practical theories we see at work here are concepts about the capabilities and roles of students,

and the powers of teachers, which may prove to be powerful influences on the capacity of

individual teachers to implement programs of pedagogic change.

Finally in this section, Transcript 20 provides useful insights into the difficulty faced by

teachers in the N category. A mathematics teacher expressed genuine appreciation of the post-

graduate-style seminars in which small groups explored more carefully the implications of

Dimensions of Learning:

I can still remember how worthwhile it was when we had those workshops where we met-

you put yourself in a workshop and you met four or five times. Essentially, we did homework

for that workshop because [the group leader] instructed that you were going to present this,

you were going to present that, and it gave me, at least, a chance to really have a look at that

program. (Transcript 20)

He valued at least some of the content of the Dimensions of Learning program:

You know, one thing I did get out of that program was the understanding of declarative and

procedural knowledge. I think perhaps I always knew it was different, but I don't think I'd ever

really espoused to the kids how different it was' (Transcript 20)
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When, however, he was asked if he had taught his students the three steps necessary for

acquiring procedural knowledge and the three for acquiring declarative knowledge-perhaps,

the most basic information for Dimension Two-he replied:

No. Perhaps I've never taken it that far, and that lrrrîy getback to why haven't I ever taken it

that far and, yeah, maybe-well not maybe, I'mnot deep enough into really understanding, for

whatever reason, Dimensions of Learning. (Transcript 20)

He went on reflectively, trying to articulate (for the first time, probably) the connection

between his own learning strategies and the way he taught. His pre-service education had

prepared him mainly to teach physical education, with mathematics being subsidiary:

I am PE trained ... so I am very much into understanding that any PE skill or sporting skill is

procedural, and I think that's-well, I was reasonably good at PE myself and sport, and maybe

that's why I'm pretty good at maths as well, because I am able to learn a set list of procedures

and memorizethem,and a lot of mathematics is like that, and perhaps rightly or wrongly I

haven't said to the kids, because most of the maths is like that, there will be some times when

it will be different and it will be more like some of your other subjects-more like geography

where you need to know all these definitions . '. (Transcriptz0)

It seems likely that much of his initial professional training, coupled with the model of his

own schooling and reinforced by a decade of successful teaching, had led him to the

understanding that mathematical procedures could be satisfactorily learnt as a series of simple

steps to be practised until competence was reached. As the mathematics teacher in the

accommodation category (Transcnpt 47) has made clear, however, such a view of

mathematics teaching was rapidly becoming obsolete. Nevertheless, the teacher reported in

Transcript 20 had not yet confronted the shift to meaningful learning, nor had he grasped the

full import of Dimensions of Learning.He senses the relevance of the innovation towards

which he is favourably inclined, and he indicates respect for the judgement of the change
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leader but, as yet, his understanding is too inaccurate and superficial to permit engagement

with the innovation. He reports being harassed by multiple claims on his professional life. He

is not an elderly person coasting towards retirement. He is regarded as a conscientious,

energetic and professional teacher. He faced the complex and demanding process of re-

learning his professional skills the realízation that this has not been achieved generates the

tone of rather wistful disappointment characteristic of this interview. It is probable that the

implementation strategy of the school failed him.

B. HEADS OF DEPARTMENT

Interviews were provided by the Heads of English, mathematics and science respectively from

both schools involved in this study. This section focuses on two aspects of these six

transcripts: the personal reaction of each faculty leader to the innovation, and his or her

understanding of the faculty leader's responsibilities for, and strategies to be employed in, the

implementation process-in other words, his or her practical theory for the management of

change.

At the outset, it should be acknowledged that these interviews brought into tight focus the

dual strands within each school's innovation. Both projects had started with an emphasis on

teaching principles for quality student learning. Subsequently, both projects had adopted an

administrative template that seemed highly compatible with the desired emphasis on student

learning, but also stressed detailed curriculum writing, criterion-based assessment, careful

record keeping, and uniform reporting against published criteria.

Heads of department represented a diversity of opinion in these two areas. One welcomed

both aspects of the innovation warmly. From her experience in another school, she was

convinced that middle schooling met important needs for students in Years Six to Nine, and

seems to have been an advocate and encourager:
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I'd worked in a Middle School before ... They were located geographically along the corridors

so that you came from the primary section to the Middle School, but more importantly ... you

thought Middle School, not Years Six and Seven and then Years Eight and Nine ... I think

now we are really starting to become what I call a Middle School. I've kept saying we're not a

Middle School yet. (TranscnPt32)

It was her view that the IBO's Middte Years Program provided the structure for change:

People had to start thinking, 'What are we doing in Six and Seven and how does that impinge

on Eight and Nine?'What practices have we got in Six and Seven that Year Eight students, at

least, would benefit from?'That is, say, having a teacher for more than one subject, which is

real Middle School thinking' (Transcript 32)

Another faculty leader was generally supportive of the school's pedagogic guidelines prepared

by the Head of the Middle School:

I believe in a lot of the things he wrote, because they're educationally sound and represent a

necessary change.

So, you personally think that is the way to 80?

I think moving towards some of these things is the way to go. I don't think all are desirable. I

think you need a degree of rote learning in Maths. (Transcript 36)

In another three interviews there was an even stronger sense of ambivalence. In Transcript 45,

for example, the pedagogic initiative ,was seen as highly compatible with a pre-existing

interest in a new approach to learning and teaching:

Which of the recent changes have had the greatest impact on classroom teaching?

I suppose, in all honesty, it was the Dimensions of Learning progtam, but I think we had a bit

of a kick start because we were into a constructivist approach to science anyway, and [two

science teachersl were investigating that ... That of course was consolidated when the
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approach was formalized into the structure of the school's professional development.

(Transcript 45)

The interdisciplinary units of the MYP were accepted just as readily: 'We're a major

contributor in Year Eight this year. We're the driving force in the Our World concept, looking

at the influence we have on our immediate surroundings and wider'. There were, however,

some concerns:

Where we've found tthe MYPI impinging on us was when that work became assessment

driven ... A lot of us didn't realize that until after the event. Sometimes, you know, you don't

realizewhere you're going until you've got there. When we settled back and reflected on what

we'd done and reviewed how we would do it next time, we said, 'Hang on' We didn't cover

what we wanted to cover, because we \ryere more concerned about assessment as opposed to

the mode of delivery and the response we were trying to get from the kids. That sounded some

alarm bells for the faculty. (Transcript 45)

In addition, in Transcript 18 the restrictions of an external administrative framework are

clearly shown to be in conflict with the student-sensitive and successful middle school

approach already fostered by the head of department:

Because we're obliged to do one minor and two major courses, we have to do them at a certain

time, and for roughly a cetrain time length, so you have no flexibility in negotiating with your

class ... Sometimes, you feel you are over the class and you say I'll do that in Thkd Term,

because they're not ready for it now. With the MYP you're tied down to doing certain things

around the [outdoor education] week or ... in the first half term. Sometimes ... you have to go

beyond your allotted time because you're obliged to have something of publishable quality.

Normally you might decide, 'I've gone as far as I want to go on that assignment ... These kids

aren't ready. We'll do it later in the term' ... 'We've lost the flexibility and people are finding

the pressure. (TranscriPt 18)
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There is no sign of rejection of the pedagogic thrust of the MYP-indeed, it is seen to have

'caused us to sharpen up some pedagogic practices'-but there is a determination to'fight

against [the assessment practice] which we'll be obliged to adopt quite soon'because 'it only

assesses writing' and not speaking, listening and viewing skills and media studies that are

given 'in this state ... almost equal importance'. Another head of department, whose views

will be reported much more fully in Chapter Seven, put the dichotomy bluntly: 'No-one would

say the IB has not got some good points. It's got some shocking points, too, terrible!'

(Transcript 25)

There is no sense of ambivalence in Transcript 29.IJerc, the head of department has a

fundamental objection to what he perceives to be an unwise prescription of goals and

methodology for his faculty:

I think [the change leader] either didn't articulate his meaning as clearly as he should have' or

he did in fact mean we were going to go almost solely process-based learning. There's a lot of

people, including myself, who feel that's-that don't want to go the whole way. I think there's

a body of knowledge that it's important to know. It's not enough for them to learn how to

research if, at the end of the day, they don't actually know anything other than how to research

the next thing about which they'll know nothing the following day'

An observer might note immediately the clash of practical theories revealed here and perhaps

the misunderstanding that still seems-some four years after the project began-not to have

been resolved through consultation and discussion.

In summary, then, five of the six heads of department appeared to be favourably disposed to

at least some aspects of the pedagogic initiative in their school. On the other hand, five of

them had significant reservations about the administrative impact both on their existing

programs and on the pedagogic priorities of the innovation that they were expected to lead

within their subject arca.
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If it was diversity that typified the level of commitment of heads of department to the

innovation, there was stronger consensus in the way they viewed their own role within that

innovation. They understood, for example, the nature of their task. They knew that pedagogic

change required a change of thinking (Transcript 32),thatencounters with fresh ideas brought

changes in practice (Transcript 18), that change was something yoll had to 'get your head

around' (Transcript 36), that change was 'a state of mind' (Transcript 45), a 'long, gradual

process' (Transcript 29), a'journey' (Transcript 25). No one actually used the word'learning',

preferring to speak of development or in-service, although one did refer to the need 'to re-

educate students and parents' (Transcript32). Clearly, however, they had a tacit understanding

that the required changes in practical theories would be achieved by educational processes.

Similarly, they perceived that their role demanded several potentially contradictory priorities.

As leaders of small, closely-knit teams, they had to 'manage human relations' (Transcript 45),

'hold hands' (Transcript32), mentor, encourage and persuade, while choosing the right

moments to'force'the issue (Transcripts2g & 36), to'confront'(Transcript 32) ot to'drive'

(Transcript 25).

There was some disagreement about the necessity for teachers to comprehend the learning

theory they were about to implement. The heads of English in the two schools preferred their

colleagues to be aware of both the local and the bigger scenes that provided context for the

innovation (Transcript 18) or to see what benefits would emerge from the project (Transcript

32),b!tlooked for tight links with actual teaching tasks. As one put it: 'We had too much

talking at first and no action .,. We kept being told, and looking at rubrics, and kept looking

at this and that. We weren't doing it' (Transcript32). They preferred new practices to be

acquired through early immersion in real needs and actual tasks. Other heads of department

suggested that acceptance and understanding, rather than preceding or accompanying

implementation, were more likely to follow and be informed by experience:
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The faculty ... are starting to ... use some of the tasks we've written up. I think they're starting

to see the value in it. I think the best way of getting the majority of the faculty to be happy

with what we're doing is to have them use the tasks and find out that they do work. (Transcript

36)

Much more controversial is the assertion that teachers are reluctant to change and perhaps

uninterested in understanding new learning theory at all, and are content to present units of

work in a mechanical fashion:

I guess the other trick is that you don't treat the theory as theory. You understand the theory as

the leader, and ultimately you'd love them all to understand it, too, but they're not going to, so

don't even think about trying that. You digest lthe theory] and put it in a form so that they

understand that it's a bit of work for kids to do, and then put it in front of them. And they will

start to understand the theory through the work. If they then desire to get more theoretical

themselves, they can if they want to, but they won't because they don't have the time or desire

... We're kidding ourselves if we think we've got a group of teachers in here who are hungry

for intellectual growth. (Transcript 25)

There was also the view that the adoption of a new pedagogy might involve more than

development; there was the potential for traumatic exp'erience:

I think it boils down to people. In order to make a really big turn in your teaching (if that's

what is needed for you), it's quite a big, quite a threatening decision in a way, because to make

a big U-turn, you basically have to say what I'm doing is wrong-the way I've been teaching

isn't right-and all my teaching resources now need to be adapted to use in a different'ilay or

just thrown out! (TranscnPt29)

Another head of department suggested that experienced and successful teachers might be

especially prone to resisting challenges to their competence, because:
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... you're asking them to throw out what they know and know they're good at, and take on

something else that they really haven't got faith in. Why do I need to do this? How is this

going to benefit the students' education? This is ridiculous! 'We've done it all before! And if

something works and you're having success with it, why would you stop using it? (Transcript

32)

Heads of department anticipated some resistance to new methodologies because they had

encountered it in previous initiatives. They were agreed that they had to work very closely

with their team and, in special circumstances, with individual members of it (Transcripts 25 &

45) to promote understanding, model the new practices, share ideas, and encourage or

persuade or, ultimately, insist on participation. The writing of new units of work was the pre-

eminent focus for professional development, but even here there were different tactics. The

majority opted for collegiality and sharing of resources, but two transcripts describe the work

being left almost solely to the head of department. This may have arisen in one instance from

teachers'hesitation over attempting an unfamiliar task in a semi-public arena (Transcript 36).

In Transcript25, however, the head of department, with a hint of exasperation-'You know,

in four years here, rarely has there been a piece of work produced by someone else that I

would gss'-¡spsrted his decision to do the curriculum'writing himself and present it to his

colleagues. He argued that he alone had advanced far enough into pedagogic change, and had

sufficiently experienced student responses to different approaches, to write an adequate unit

of work. Moreover, he recognized that he was the person best placed to work through the

changes with individual teachers:

They really need the time to process what it is you are wanting them to develop ... That's the

difficulty-the time to process that [change] is amazingly intense. I still amaze myself that I

go into a class and I come out saying I've nevet taught that ltopic] in that way before ... And I

go, 'Where did that come from?'Then I sit down and think about how it works. And then I can

write a document ... that I want the other teachers to do. But I've travelled the journey ... I
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don't expect the whole of the faculty to take the journey with me. If you think of it as a long

road, the best we can expect is for them to come in off some side roads at different points. I've

been four-wheel drive, if you like, and written the bumf, broken the axles and such like. Then

they come in, glab onto the coat tails and take over. That's what my aim is, but I don't believe

I can bring them along that road. I used to think so-but not now. (Transcript 25)

Such an approach would be unacceptable to another head of department:

It wouldn't work if we all had our arms twisted behind our back. Nobody will ever really teach

successfully from somebody else's program'

so writing course units and distributing them doesn't get anywhere?

No ... I tried to follow a very successful unit that someone else had taught. I saw her do it, and

it was fantastic, and I thought I'll do that. I have followed it step by step, but it's never the

same, because I don't really know what that person was thinking, and saying, and inspiring

others to think.

you hoàn't been through the reflection and the revision of your own ideas that your colleague

had htown?

No, because you're following their recipe and it's not the same. (Transcript 32)

It should be observed that Transcript 25 reflects a subject department in which well-

established and very successful teachers (as measured by Year Twelve results) were

beginning to respond to the call for innovative constructivist approaches to student learning.

Several of these teachers-particularly those not available for interview, but depicted in

chance comments from their peers, head of department or a change leader as resistant to

change-would probably be associated with the N Category; that is to say, they would

experience considerable difficulty in revising their teaching methodology. On the other hand,

Transcript 32 reflects a subject department already attuned to student-focused learning and

with teachers already coded as D, that is, experiencing a steady accumulation of
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understanding and expertise in the face of innovation. The context and the personalities

involved appear to be highly influential factors in determining appropriate strategies.

To conclude this section, two significant factors should be placed on record.

First-while participating with all other members of staff in the introductory phases of both

strands of their respective innovations, and being able to discuss proposals in their curriculum

committees-none of these six heads of department reported a direct, intimate and influential

role in the actual decision making process.

Second, there was no evidence that heads of department were invited at an early stage to

discuss their role in the innovations, to formulate a common strategy, and to develop support

structures for themselves.

C. CHANGE LEADERS

In addition to heads of department, there were two other levels of management involved in the

change initiatives discussed in this thesis. On one hand, there were four senior members of the

schools' management teams who had been influential in introducing one or more of the

proposals for change and in shaping the decision making that led to their adoption. To the

other five had been deputed the task of managing some aspect of a change process, thus

conferring a formal but in some cases limited authority within the management structure' In

contrast to heads of department, theirs was the broader focus on professional development

themes rather than the detailed workings of a subject department. At both levels, the focus in

this part of the chapter is on the practical theory of change management held by these

managers who were crucial to the success of the innovation.

All change leaders were committed to successful implementation of their particular

innovation. All transcripts of interviews with these people stated or implied that their major
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goal was the genuine improvement of student learning. All understood that the change they

were advocating required teachers to think differently. There were, however, variations in

their anticipations of what that change would demand of teachers.

One view was that there would be a refinement of existing practices (Transcript 39) or a

reworking of existing curriculum units (Transcript 16), while another considered that teachers

would be learners of new skills:

I really believe it is fundamental as a rnanager to see teachers as students . '. there are

variations within the [group], there are different starting points, there are different paces at

which you will learn ... As long as the teacher is moving, I am happy. (Transcript 4)

Apparently, these managers anticipated, in most cases, a seamless and comparatively

comfortable adoption of a pedagogy that itself was merely an extension of what prevailed at

the time. Perhaps this attitude mirrored their own assimilative experience of pedagogic

development. One, whose enthusiastic advocacy of student learning was widely

acknowledged by colleagues, told how Dimensions of Learning had sharpened her

understanding of pastoral care. Incidentally, she depicted with insight the assimilation

category of change, and also pinpointed the function of a new theory as both the spur for and

the vocabulary of innovation:

One comment you made earlier I find interesting, too: people carry alound with them a theory

of what teaching is about. Do a lot of people actually have it at the conscious level? Is it

something that's deep inside you?

Probably it's deeply embedded and seldom articulated'

Well then, isn't that a good place to start? Getting people to articulate what they're trying to do

and why they're trying to do it? By using Dimensions of Learning, thete's your language. I

mean, that's what clarified my own thinking. I don't think anyone would question my passion
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in the classroom for trying to help my students, but I don't know, if someone had asked me ten

years ago,'Well, what are you trying to do?'I'd have waffled around thinking, \Mell' O, gosh!'

... I can think of an overpowering motivation when I went into any classroom was to have my

kids want to be there, and to feel they were safe there. This was Dimension One but I didn't

know it then. (Transcript 39)

The other view acknowledged that changing pedagogy might involve a more profound

experience than a steady assimilation of new ideas. This group of managers spoke of instances

that required a different mind set when writing curriculum'units'as distinct from'chapters'

(Transcript 1), or of 'things ... as different from the way some people are running their

classrooms as a "Dimensionized" classroom is from a "pre-Dimensionized" classroom'

(Transcript 8). The anticipated change process might be described in terms of reflection,

creativity and thoughtful reconstruction of practice in response to new principles-a sort of

mild-mannered Category Y. Further, the responsibilities for this group were largely seen as

leading the philosophical inquiry into the proposed innovation (Transcript 4), winning

commitment to it (Transcripts 4 and 10), and in some cases meeting small groups of

colleagues for clarification of the theory and exploration of how it might be applied to specific

subject areas (Transcripts 1, 10, 16 and 39). All these activities remain at least one step

removed from the tough practicalities of converting ideas into actual learning activities in the

classroom-this task was specifically attributed to heads of department in three instances

(Transcripts 8, 16 and 39).

When resistance was encountered-as inevitably it was in each of the change initiatives-the

reaction of change leaders might have been the patient (and, perhaps, unwittingly accurate)

comment

I need the teachers to go on that journey [towards a better education] but their joumey is a

longer one, because I am talking about fundamental changes in some cases. So to
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accoÍtmodate that, we are going to need to give them the time so that they are in a position to

take those nervous steps when they have to, which will be confidently, I hope-but I am never

in a hurry. (Transcript 4)

or the calm professional confidence of:

I'd walk into a classroom and I'd see frameworks and concept maps on the board, which made

me think that people were bringing about change because they honestly could see it was going

to work. I suppose that's what it comes down to. We talk as though we have to force people:

'We have to do this; it will help'. They actually looked at it and said, 'Yeah, this is going to

work, anyway', and didn't need to be dragged kicking and screaming to the inclusive

[teaching] afeîa.. (Transcript 10)

The teachers interviewed for these last two transcripts changed roles before the innovations

were complete; one was promoted to another school and the other found her project displaced

by a new one. After this cautionary note, it should be recorded that those still immersed in the

change program tended to react to resistance with exasperation, sometimes expressed with

more than a hint of plain sPeaking:

In actual fact, as I recall it, we had a very clear process of involvement and decision making,

but I think people have short memories. What happens then is a program becomes identified

with a person. In this case it's me, and I have to do a lot of talking when people say, 'O, you

and your MYP!' and I have to keep saying, TVait a minute. It's not my MYP' It's our MYP or

their I;N'{YP. (TranscriPt 37)

Another comment was made with even stronger overtones of disappointment and cynicism:

I think, in our obsession with being very democratic about everything and giving people

autonomy and trusting their professionalism and all those lovely little expressions we use' we

forget that people have an obligation to fulfil curriculum needs and we in fact have staff
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who-well, I'll probably be very naughty and give you an example lwhich followed for the

next page or sol. (TranscriPt 39)

Almost certainly, that kind of disappointment prompted the insistence-shared by

interviewees reported in Transcripts 4, 7 ,8,37 and 39-that certain aspects of the innovations

be declared compulsory ('non-negotiable'was the term they preferred) and that structures

based either on a school-wide appraisal scheme or an enhanced role for heads of department

be implemented to combat the failure of some staff to fulfil school policies. Furthermore,

value was seen in adopting structural changes that would introduce external obligations (such

as the requirements for acceptance into the Intemational Baccalaureate Organization) and the

consequent accountability measures deemed necessary for a very large organization.

All leaders of change-whether members of the school's major management committee or

not, and whether they anticipated comfortable assimilation or a reasonably gentle

accommodation-were brought to the recognition that their change project had not been

universally successful. Indeed, with variations amongst the several projects in each school, the

outcomes were patchy, with some notable successes to counterbalance the disappointments.

It is important to observe that leaders of change had no opportunity to discuss the complex

nature of the change process itself, nor had they developed agreed strategies or processes for

change, or support systems for themselves, or liaison pathways with their companions in

innovation-the heads of department.
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D. STT]DENTS

This section reports what students said about their understanding of the learning process and

their involvement in the school's innovation.

In total, ten interviews were conducted with randomly selected students from each year and

house group in both schools taking part in this study. Despite careful communication and

reminders published in the school's news bulletin for the day, some students who had

completed the process of returning a parents' permission form did not reach the well

advertised venue for the lunch-time meeting. Average attendance was a disappointing 55Vo.

While this prompts more than the usual caution in drawing any conclusions, the smaller

groups enabled a smoother development of rapport and probably led to a less inhibited

conversation.

Discussions of learning addressed the roles both of teachers and of students. There was

consensus that teachers should 'give us knowledge' (Transcript 15), 'pass on their knowledge

[and] give us an education' (Transcript 27),'giveus information'(Transcnpt44), and'control

the class' (Transcript 15). The role of students was clear, too: they must 'attend classes ...

listen ... wantto learn'(Transcript 27),'pttteffortin ... pay attention... understand... askfor

help' (Transcript 15), 'remember information and write it in the test' (Transcript 31), 'write

notes about what we're told ... [and] do examples and tests' (Transcript 44). This last

comment came from a Year Nine student who hadrealized that'we learn the way we are

taught to learn'.

Senior students described the lesson typical of their five years in secondary school:

S. 2: You just go to the class and the teacher goes through the book and you write down what

she's said. [A good way to team? ] Sometimes. It used to be because you've got to go through

content. A lot ofteachers are like that.
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S. 3: In subjects like maths you basically go through it in class and go off and do the practice

problems to find out if you understand it and know how to apply it ... in your own time.

(Transcript 13)

Younger students told the same story:

Wat is the most frequent activity in the classroom?

S. 1: Writing in your book. Copying from the board.

S. 3: Listening to the teacher'

How do you gain information most lrequently?

S. 2: The book. The text book. Or the teacher tells you. (Transcript 33)

Perhaps a Year Ten student summed up the dominant student theory of learning when he

declared it was best to 'sit and let things happen' (Transcript 42).

Nevertheless, acquiescence to a traditional view of teaching and learning was not complete.

Rumblings of discontent were detected in Year Eight groups for whom the pedagogy of

primary education was a more recent memory. One student observed that his secondary

experience provided less time and less individual assistance for his leaming:

Back at the old school ... we were doing stuff-like we were studying it for longer, so you got

used to it a bit more. Like the fractions-we would have done that for longer than we're doing

it right now. I got used to that a bit more so I was pretty good at that ... but algebra and stuff,

we hardly did any of that and we get a fatr bit of that in Year Eight. I just don't seem to

understand most of it-it's really diffrcult.

Is teaching dffirent inYear Eight?

Sort of. I mean, you've got more people in these Year Eight classes so they can't single you out

and help you, unless you actually go up and ask for it sometimes.

How many inyour Year Seven class?
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Twenty-three or twentY-four.

How many in Year Eight?

Twenty-seven or twenty-eight. So, it's not a big difference, but it's still a difference.

(Transcript 43)

One inevitably suspects that a shared code rather than four additional students is the factor

shaping learning in this student's classrooms. It may be relevant to note that his peers in the

other school complained of too much sitting and too much writing (Transcript 33). Students at

both schools looked for teachers who could explain well, offer plenty of support and show

them how to leam (Transcript 43), andpromote active learning that was 'more fun' (Transcript

33). Senior students had come to realize the importance of teaching that helped them

'understand as well as know' (Transcript 13). They valued teachers who could boost

motivation through varied approaches and accommodate late developers (Transcript 40), and

who encouraged mature interaction between teachers and students (Transcript 42).

Students develop insights into learning and teaching that seem rarely to be acknowledged'

During the interviews, an attempt was made to ascertain whether students involved in

innovation had been kept fully informed about the project and drawn as full partners into the

new approach to their learning. The answer to both questions in both schools was an

unarguable negative.

It is possible that students from the school adopting Dimensions of Learning were more alert

to pedagogic matters----certainly, these were the interviews that mentioned understanding as

crucial to new learning (Transcript 13), and a variety of approaches as central to catering for

diverse learning styles (Transcript 40). Additionally, there is a faint undercurrent in the

conversations, particularly in Transcript 44, of the concepts and vocabulary of Dimensions of

Learning:
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You make linksbetween-they'll, I suppose, give you an algebra equation and you've got to

make the link between that and the basic leaming. So, I suppose, instead of having a long

drawn-out formula to do something, you can use a quicker one that will work for everything.

And you extendeverything and make links between it. (My emphasis)

Despite these hints of the subliminal influence of the second and third of the Dimensions of

Learning,it has to be acknowledged that attempts to elicit detailed understanding drew

embarrassed silences, and indeed an inability to even name the dimensions. The scorecard for

this school would have to read: No Idea: 1 (the Year Eight group) vs Very Fuzzy: 4'

In the other school, the score for understanding the innovation might be: A Vague ldea: 1 (the

year Twelve group) vs No Idea: 4. Year Eight students, now in the third year of their Middle

Years Program, were surprised to hear that the IBO was an international organization:

The International Baccalaureate Organization is worldwide. You are part of a network that

spans the world and not just this city. Does that come as a surprise?

All: (An animated chorus) Yeah. Yup. Yes.

What do you lonw about the IBO?

S. 1: Didn't we get a big thick folder of information?

S.3: Yeah.

S. 2: Yeah, we did.

S. 3: Yeah, we had information, but it was too big.

(Laughter)

So you didn't read it?

All: No.

S. 3: Wasn't it for our Parents?

S. I & S. 2: Yeah.

But isn't it about Your learning?

S. 3: They can tell us.
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Is the folder still available at home?

S. 3: I think so, ...

S.2: Somewhere.

S.3: ... somewhere.

Perhaps you could read it sometime.

S. l: I read the first page. (Transcript 33)

A little later, the conversation turned to the Middle Years Program:

What do you lcnow about the MYP?

S. 2: They give a points system, I to7. That's all.

S. 1: When you get a project there's all like criterias.

S. 3: Yeah, and it tells you how to get a B and C'

What are criteria?

S. 3: Something that, when you do your work, you need to meet up to, something you need to

complete to sort of get assessed on. To get a high mark or low mark depends on what you've

done for the criteria. (Transcript 33)

This is a commendable effort on the part of Year Eight students to catch the essence of a

reasonably sophisticated approach to assessment, and their confusion between the l-7 and A-

F scales echoes the misunderstandings of some teachers. It is what they did not mention-the

attempts to meet their pastoral and pedagogic needs, the centrality of Approaches to Learning,

the focus on the environment, and the Homo Faber component, for example-that shows how

slight their grasp of the Middle Years Program is. SimilarlY, for other year groups at this

school, there are no indications that initiatives in middle school pedagogy or inclusive

teaching were made explicit to students. \ü/hen they meet them, they recognize some of the

inclusive teaching strategies, such as the six box framework for planning essays, but seem

unaware of the role of students in applying the principles of the middle school template' In

this respect, they are like their peers in the other school, who may have a few blurred
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recollections of Dimensions of Learning but, in general, are unwitting participants in a change

of pedagogy

Students, themselves, explain this situation in a variety of ways. Some suggest that they were

not interested at the time (Transcript 15) or that students' interests are directed away from

macro issues to those that impinge most directly and/or forcibly on their immediate concerns,

such as the tuck shop or the Year Twelve Common Room (Transcript 40). It seems clear,

however, that they are seldom taken into teachers'confidence (except by a few enthusiasts)

and that the patchy nature of communication and implementation persuades students that the

innovation has no relevance for them. While discussing Dimensions of Learning,Yeat

Twelve students put it this way:

S.4: All I know about it, it was some five-step thing. We were told about it by some teachers

in the first few weeks when it was brought in, but since then we haven't heard a thing about it.

You're not really conscious they're using it at the school.

S. 6: Occasionally you see a poster about it.

S. 3: It hasn't been much really. It hasn't been enforced in the classroom. Basically, I leamt

about it in the Outdoor and Transition Education Week in Year Ten.

S. 5: To be perfectly honest, I'd forgotten about it. It's just not really applied in the classroom

... Maybe they are applying it, but there's certainly not much talk about it around the school.

S. 1: I was just thinking . . . Dimensions of Learning was something that I hadn't heard about

since my frst few days in Year Eight. And when I'd come to the school previously when I was

in Year Seven, and we were sitting around in the Assembly Hall, people were telling us this is

Dimensions of Learning. It was almost as if it was a direct explanation to parents, which kind

of seemed like it was more advertising the school, like this is our plan, but I don't think the

students have ever had any really direct contact. (Transcript 13)

Perhaps, this is one of those rare occasions when the last word is left to the students!
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E. MAJOR THEMES EMERGING FROM THIS CHAPTER

Four groups within each of two secondary schools have provided the information reported in

this chapter. It is significant that-five or more years into pedagogic innovation in each

school-important differences are still evident within and between the groups.

Classroom teachers: 'When experienced classroom teachers encountered the pedagogic

changes discussed in this study, they did so at a time when their original, natVe practical

theories had already been shaped by pre-service education and consolidated through years of

successful teaching. Nevertheless, as for the trainees described in Chapter Four, adjusting to a

change of pedagogy required that they learn new principles and practices. Like the trainees,

they exhibited a diversity of responses to the learning challenges-in their ranks, too, were

'accommodators', 'assimilators', 'preservers' and 'resistors'-but there seem to have been fewer

'accommodators' and a higher proportion of 'resistors'. Furthermore, pending closer

examination in another study, there is the suspicion that women are more likely to be

'assimilators'than men, and that teachers of mathematics and science (mainly men) might be

over-represented among the'accommodators' and'resistors'. Again, it has been noted that

individual teachers might, for example, be 'assimilators'for one innovation, but'resistors'for

another.

The strong implication for the planning of an innovation, therefore, is that no single approach

to pedagogic change will meet the needs of all participants, and that provision should be made

for a variety of starting points and modes of travel on the learning journey'

Hea.ds of itepørfinent: T)he influence of heads of subject departments may be the most

crucial, yet least understood, factor in successful pedagogic innovation. This study, however,

reports marked variations in the level of commitment of heads of department to the

innovations in their school. With attitudes ranging (with some justification, it might be noted)
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from enthusiasm, through dutiful compliance, to angry rejection of one or more initiatives,

heads of department hardly constituted a source of energy and confidence. Moreover, they

appear to have had insufficient input to early deliberations or to plans for implementation.

Their practical theory for managing change included the expectation that teachers would have

to learn new skills, that such an enterprise would be challenging, that it would best occur

through a consideration of how to teach revised units, and that the example and

encouragement of the head of department would be important. Heads of department

understood, too, that they were best placed to confront colleagues who revealed

misunderstandings or appeared to be recalcitrant, but they welcomed any structural provision

that might clarify their authority in such circumstances. They differed from one another,

however, over teachers'need to understand the new pedagogic theory before they could apply

it in class. They selected, therefore, different pathways for rewriting curriculum units, some

promoting collegial (but not necessarily well-informed) effort, others choosing to do most of

the writing tasks themselves-at considerable personal cost.

In neither school does there appear to have been a deliberate move to gather heads of

department into their proximate group to discuss the principles and strategies for a unified

approach to pedagogic change across the subject departments. In particular, there seems to

have been little discussion of teachers' predictable reactions to change, the possible

explanations for those reactions, and potentially useful strategies for dealing with them.

Change leaders: Those who became leaders of pedagogic change described their

responsibilities as fostering discussions of educational philosophy, winning commitment to

new approaches, clarifying theory when necessary and exploring principles for applying

theory to practice. As leaders, but not as teachers in their own classrooms, they were one step

removed from the task of rewriting curriculum units, the management of which they readily

left for heads of department. For the most part, they were 'assimilators', 'preservers', or the
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mildest 'accommodators', and almost certainly saw their role through the prism of their own

reasonably comfortable experiences of pedagogic change. In one or two cases, they met

resistance with patience and the confidence that good ideas would prevail. More frequently,

the reaction was exasperation that led to tense interactions and the growing belief that

structural changes and accountability measures were essential if the proper implementation of

a new pedagogy were to be achieved. In this respect, change leaders and heads of department

agreed on the need for structural support for their work.

Again, it has to be said that influential agents of change-the change leaders-had not spent

time exploring the nature of change itself, nor had they developed an understanding of human

responses to change or shared strategies for dealing with them. Furthermore, interaction with

heads of department at the level of change management seems to have been sporadic and

uncoordinated.

Students: It is a simple task to summarize students'involvement in change. They exhibited

scant knowledge of the innovations. While their learning was, allegedly, central to what was

happening in their school, their part in the introduction, implementation and consolidation

processes appears to have been peripheral, at best.

In terms of the change principles proposed at the end of Chapter Two, this chapter makes a

number of points:

i. Experienced teachers had developed a powerful and stable, though not always well

articulated, practical theory of teaching. In a significant number of cases, the existing

practical theory was not compatible with the proposed innovation.

ii. The process of acquiring new understanding of, and skills for, teaching is constrained by

the nature and strength of the existing practical theory. Nevertheless, experienced
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teachers exhibit responses similar to those of trainee teachers-'accommodator',

'assimilator', 'preserver' or 'resistor' may indicate the dominant response-but a greater

number of experienced teachers, especially males, may be found in the 'resistor' Soup.

iii. The variety of responses to a new theory of teaching might be explained by Sotto's

discussion of perception and the role of schemata in learning, as outlined in Chapter

Two. It is possible that an'assimilator'or a'preserver'may only think he or she is seeing

'the things inside one's head'whereas a'resistor', with schemata'completely different'

from the idea being encountered as part of the innovation, may not 'be able to make

much sense' of it (Sotto, 1994, P.73).

If Sotto's view of perception is right, and if pedagogic change occurs primarily in the

minds of teachers, the first responsibility of change leaders is to facilitate for individual

teachers the renovation, or indeed the creation, of relevant schemata. This understanding

seems not to have been available to the change leaders and heads of department who

tended to seek structural methods to compel adoption of an innovation.

iv. Students were engaged rarely, and only with partial success, in the renovation of their

own theory of learning. Teachers remained focused on what they themselves could do

for students, rather than on what studenrs could do to enhance their own learning.

In Chapter Six, attention returns to trainee teachers and to the factors they identified as aids or

hindrances to their own experience of theory change.
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Bridges or Barricades? Factors that promote or

block a change of Practical theory

In this chapter, trainee teachers describe factors they perceived to either help or hinder the

revision of their practical theory of teaching.

Part A identifies aspects of the Graduate Diploma in Education program (and the Student-

Teacher Interaction in the Classroom course, in particular) that trainee teachers at the

University of Adelaide described as influential in promoting theory change. h Part B, the

factors seen to be hindering their theory change are described. In Part C, the possibility is

explored that some variations in the change experience may have been related to age, gender

or subject specialization.

Part D concludes the chapter with an overview of bridges towards or ba:ricades against

changes in individual practical theories. It then makes connections between themes emerging

in this chapter and the principles proposed at the end of chapter Two.

A. BRIDGES TO THEORY CTIANGE

1. OVERVIEW

Memoirs from 183 trainee teachers were examined for indications of factors that supported or

inhibited their change of practical theory. In some memoirs, several factors were mentioned,

while others concentrated on a more detailed discussion of one. Table 5 lists the 11 categories
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to which responses were allocated, and displays the sum of responses in each category in

column two, and the percentage of the total number of participants in column three:

TABLE 5: CHANGE INFLUENCES MENTIONED IN MEMOIRS OF ALL TRAINEES.

Before any refinement of this information is undertaken, some observations seem appropriate.

It comes as no surprise, for example, that school expectations and frame factors-while being

relevant for a few-attracted little attention from the majority of trainees in the early weeks of

their career in teaching. It is interesting to note, also, that all the factors listed from (a) to (h)

were mentioned by at least lOTo of the participants. Such a spread across eight categories is a

reminder of the diversity of human interests and behaviour, and the value of providing

alternative pathways to a common goal.

Nevertheless, a pattern consistent with the literature of educational change emerges from the

data. A large majority of trainee teachers (82.57o) nominated their formal study for the

Graduate Diploma in Education as a powerful influence. Frequently mentioned, also, were the

:Fâctors::'mentioned"in

34 18.6(a) Own schooling

t5.328(b) Students'needs

10.920(c) Mentor or guest lecturer

3',7.769(d) Colleagues' influence

82.5151(e) Formal studies

2t.339(f) Theory or theorist

ro.4I9(g) Field experience supervisors

41.587(h) Classroom experience

0.51(i) Expectations of school

1.12() Frame factors in school

8.215(k) Other
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actual experiences in the classrooms of their field experience (47.5Vo) and the continuing

interaction with the small groups of peers to which they had been allocated (37 .1Vo).It is

interesting to note that formal studies (or special attention to one specific theory or theorist)

were linked with field experience in 45.47o of all memoirs. Furthennore, 56.4Vo of all

memoirs coded as Y (the 'accommodators') recorded the link between theory and practice,

while the D group (the 'assimilators') showed 43.97o and the N group ('no change') had I3.07o

with the same combination of influences.

One of the most telling comments in this area came from a young English teacher as she

reflected on her field experience:

I personally feel that the two five-week blocks were more important in allowing me the space

to try out some of the theories and teaching methods imparted to us. In my opinion, this

practical component gave us the chance to deal with real situations, many of which are not

conveniently covered by a textbook example prescribing a particular surefre solution.

(V.01:038)

As attention is turned to the various influences reported in memoirs, the following paragraphs

attempt to convey the substance and tone of responses noted in each category.

2. SPECIFIC INFLUENCES REPORTED IN TIIE MEMOIRS

(a) Own schooling. Responses in this category were by no means unanimously favourable.

Ten trainee teachers carried the model of their own happy student experiences into their

teaching. Typical of this group's attitude was the comment:

There have been occasions when I was a student where it was the sheer drive of an

enthusiastic teacher that inspired my class to find poetry engaging, or the teacher's own

amazement at a successful science experiment that encouraged the whole class to succeed

also. (V.01:090)
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Three, who remembered their schooling as a mixture, chose to take up aspects of their

teachers they admired and to reject what they disliked. One described his reaction to a change

of teacher. His original teacher, who 'was always enthusiastic and very passionate about

making music and was able to make the normally boring theory lessons fun and enjoyable',

was replaced by a teacher who 'was very negative in class [and] was not willing to adapt her

methods to suit different classes'. He commented:

I have seen how much of a negative effect it can have on students when the teacher lacks

enthusiasm and does not develop a good relationship with students. I have leamt from the

positive teacher how much fun it can be to teach music ... that is one of the main reasons I am

becoming a teacher myself. (V.01:085)

However, most responses (twenty-one) in this category indicated a resolve to avoid the

approach to teaching that they had found'inadequate' (V.01:046) because they were taught

about'a world that was passing away' (V.01:115), or'repetitive and boring' (V'01:077) or

'cruel and didactic' (V.01:120) or'constrictive'because of a cult upbringing (V'00:042). They

were critical of teachers who were seen to be 'remote from the real world' (V.00:046) or who

sought mere 'regurgitation' of information (V.01:098) or who were 'narrow-minded'

(V.01:079). The advice for beginning teachers was that'putting an expert in front of a class

doesn't get too many ah has from the audience' (V.01:045). Unhappy experiences had

prompted these trainee teachers to aim for a fairer, student-centred, knowledge-constructing

classroom.

(b) Students' needs. Twenty-eight trainee teachers identified the needs of students as

significant influences on their own emerging theory of teaching. One young teacher of

Japanese put it succinctly: 'Everything I do should revolve around my students' (V.00:016). A

teacher of mathematics and science \ilrote: 'Before the course I saw the students as the end

point. Now I see them as the starting point'(V.00:039). Others mentioned the individuality or
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distinctive learning styles of students (V.00:017; V.00:023; V.00:027; V.01:020; V.01:038),

or the special needs of adolescence (V.01:001; V.01:070; V.00:038), or the social, political

and economic factors that shaped the quality of learning (V.00:019; V.01:045; V.01:053). A

mature-age student caught the essence of what trainee teachers in this group appear to have

learnt:

One of the most important things I've realised ... is that ... students are human and must be

respected. Even though a student is not a peer, a teacher is simply a guide to help them in their

development and all the techniques used or content taught is largely for the benefit of the

student, not the satisfaction of the teacher' (V.01:117)

perhaps the most memorable of all the comments was this from a young teacher of English

and SOSE: 'It is important that what happens in class is what is best for the students, not what

is easiest for the teachers' (V.01:023).

This kind of explicit acknowledgement of the centrality of students in the learning process

was found in 15.37o of memoirs.

(c) Mentor or guest lecturer. This category was intended to collect references to individuals

who exerted surprising or noteworthy influence on the development of a trainee's practical

theory. Some trainees referred to the example of lecturers and tutors in the Graduate School of

Education and in earlier :rofüary courses (V.00:021; V.01:047; V'01:107) partly for their

sustained modelling of learner-centred activities and partly for the flashes of insight sparked

by oneJine advice such as 'The smile you give your students may be the only one they get all

day'. One trainee teacher in particular-impressed by the comment, 'We need to keep the

inner worlds of an individual alive'-said 'These words ... struck deep with me and really

began the whole reflective process that I will apply to my teaching career' (V.01:046). Others

acknowledged the impact of family members with highly regarded teaching reputations
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(V.00:007; V.01:047) or strikingly influential teachers encountered at secondary level

(V.00:049; V.01:002). The new perspectives opened in their sessions with visiting principals

from government and non-goveÍtment schools during the early days of the course were also

favourably noted (V.00:046). Again, in this context, attention was drawn to the incisive and

memorable comment that prompted further reflection: "Education is lifeJong, schooling is

only a small part of it" has 'stayed with' one young teacher (V.01:023).

Nevertheless, the largest group in this category was cleady comprised of those who

appreciated the input of guest lecturers. Of the twenty memoirs recorded in this category'

twelve made specific and sometimes extended comment about the visitors, whose

presentations were polished and entertaining in their own right-'we had a chance to observe

and learn from experienced teachers' (V.01:l0a)-but specifically valued for the authenticity

that surrounded the information they offered:

... these speakers have given us an insight into crucial information of what happens in schools

such as SACE, SSABSA and WABLA [sic] as well as equipping us with new skills that we

need as a teacher. (V.00:045)

The sense of relevance was well caught by the trainee who wrote

I listened attentively throughout the lectures on problem-based learning and support for

behaviour tnanagement in schools because these issues are respectively interesting and useful

to me. (V.01:045)

(d) Colleagues' influence. Into this category were gathered all references to the student-

focused methodology particular to Student-Teacher Interaction in the Classroom (STIC)' the

subject for which the memoirs were originally written. In addition to a weekly one-hour

lecture, trainee teachers also attended a four-hour session during which peers presented a

major topic, a tutorial group of twenty or more students met to discuss the topic of the day,
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and then there was a meeting of their peer group. The peer group consisted of about five

trainees who were a subset of the tutorial g'oup, and were responsible for two presentations

during the year as well as planning an excursion and other activities.

The focus on active learning was a surprise to some and a source of distress to others:

After four years of being lectured to at university, one forgets that there are other methods of

teaching and leaming ... Changing that way of thinking and breaking free of the university

way was a big step in my professional development. (V.00:032)

When this course started I was very optimistic ... As days and weeks went by, I became

disheartened. I did not know if I was on the right path at this stage of my life ... I and many

others specially thought that Student-Teacher Interaction in the Classroom was a waste of

time ... I strongly felt that we were paying good money to get nothing in return! We were not

being adequately prepared ... When we found out that the students actually had to do all the

presentations, we felt cheated ... We wanted someone qualified to relay the information to us'

(V.01:009)

Expectations that had developed during years of primary, secondary and tertiary education

and, in this case, a career outside of education, were apBarently under challenge. Fortunately,

the shock experienced by this trainee teacher eventually gave way to insight and appreciation:

Now that the second teaching practice is well and truly over I can actually sit down and reflect

on this year ... Do I still feel cheated by the whole course? I feel ashamed to have thought

those thoughts ... The course is unlike any other I have encountered ... Even though [the

responsibilityl seemed to scare many of us .. . it did play a fundamental role in shaping us '..

V/e had endless opportunities to direct our own actions and take responsibility for the people

involved as well ... just like an every day school setting. (V.01:009)
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In fact, 69 of the memoirs expressed firm approval of one or more aspects of learning led by

peers. The following assessment is typical of trainees' general agreement that the

presentations of colleagues promoted sound leaming:

I feel that having other students provide the tutorial inforrnation was extremely valuable. I

believe that in many ways my peers were in the most appropriate position to provide me with

the type and level of information that I required. The information was presented in a variety of

nxrnners and also at various levels of understanding. Some groups took a more theoretical

approach while others were more practical and applied. This provided me with much needed

variety and also an understanding ofeach ofthe issues at a level that I could understand.

(V.00:033)

Others supported this view with comments that 'the presentations ... armed me with many

tools' (V 01:086) or that'from presentations I picked up enough ideas as to how to handle

many varying situations' (V.00:05S). Also commended was the way that variety of

presentation style fostered critical reflection on one's own methodology:

I remember thinking during some of the presentations, 'What makes this so enthralling?'

Usually it was that the person had taken a little extra time to organize activities and

technologies. Also their manner was usually confident and their language clear and simple' I

decided that this was what was required for myself to become a better teacher. (V.01:109)

The models were not always positive (and not always treated sympathetically), but the

learning was just as powedul:

It was evident that confidence eluded some presenters and they hid behind the lectern or their

shaking notes. Ineffective use of the overhead projector, whiteboard and video equipment

gave students a window of opportunity to chat and move about. Other presenters projected

aggressive body language-voice volume, attitude and dress sense were sometimes

incongruous to the nature of the subject. Lecture-style talks went on and on and on and the
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presenter seemed unaware of the restlessness, suppressed yawns and glazed eyes of the

'audience'. Groups that worked as individuals and only came together to present were obvious,

as well as poor preparation and subject knowledge. All these things screamed at me and were

incredibly great markers in what to avoid in the classroom. (V.00:008)

Trainees reported powedul learning on the other side of the presentations, too' In each

properly functioning peer group, there were discussions about scope of topic, approach to be

adopted, clarification and allocation of roles, integration of segments, and so on' During this

process, individual members of the group were obliged to achieve detailed understanding of

their segment and a broader appreciation of the whole topic. This appears to have promoted

relevant and effective learning:

Our group focused on classroom behaviour rnanagement. This session was par¿rmount in my

professional development in that it extended my understanding of how to manage a classroom'

I found that there are rnany different theorists to whom one can tum in order to have effective

behaviour in the classroom. This is very comforting for anyone who is new to the profession.

This session was fantastic because as a group we discussed all of the theorists together and

talked about our experiences as students where our teachers had various behaviour

rnanagement policies. (V.00:046)

While the group-planning sessions and the actual presentations were valued for the

acquisition of knowledge and the sharing of responsibility, they also honed research and

communication skills, provided additional experience in holding the attention of large groups,

and established expectations. As one trainee put it: 'My fellow "Group One" members were

highly organizedwhich made me strive to achieve the same level of professionalism and

organization' (V.00:046). Group work also encouraged the development of professional

contacts, friendships, and confidence in one's own capacities. Indeed the peer group came to

be regarded in quite a few instances as an important source of support, prompting one young
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man to liken it to 'a small family ... in which people can feel reasonably comfortable to talk

about issues during the year' (V.01:056). Another saw membership of the peer group to be:

. .. the most influential and entertaining aspect of the course . .. We were able to openly

discuss our failures and triumphs in the classroom. Members were prep¿red to listen and offer

support as they were going through similar situations. These support groups were very

educational as the stories shared were great examples of what to do and what not to do in the

classroom. (V.01:053)

Another, and perhaps the most frequently cited, benefit of the small group strategy was that

the actual and urgent tasks facing the group were the context for highly effective learning of

group skills themselves, which would be essential both to productive collaboration with

colleagues and to the successful application of group learning principles in their classes. A

young teacher of mathematics and science neatly encapsulated the opinions of others when he

wrote:

... we learnt the art of sharing responsibilities to complete activities, a skill that will put us in

good stead in future staff organizations. I also think that if a teacher does not have good group

working skills, he or she is less likely to engage his or her students in group work in the

classroom. (V.01:031)

Groups were seen to promote a deeper appreciation of diversity of knowledge, values and

insights, too:

All had something to contribute, yet turmoil had to prevail before harmony could find a

resting place. Despite all of our training in communication, diversity, different ways of

learning and the need to accept these differences, there was a brief period in these

arangements when things went horribly wrong. How would we teach such skills to our

students, when we as would-be teachers had yet to master these lessons and the difficulties
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these lessons entail? Maybe as teachers we need to teach ourselves the very things \we try to

teach our students. (V.01:116)

The larger tutorial groups were also valued. They were seen as a forum for sharing

experiences and considering alternative solutions to practical difficulties in a somewhat more

structured environment and in the company of a tutor, who could help focus discussion,

identify further considerations, and point to relevant resources:

I was able to learn from other students' experiences and suggestions. It encouraged me and

made me see the problems and situations from a different viewpoint. For instance, when I was

worried about behaviour management, another student who was also worried about it asked

our tutor how to manage this kind of problem. This problem was discussed in the tutorial and

the other students talked about their experience and their way to solve the problem. It was a

precious opportunity for me. (V.01:082)

Amidst the general approval of tutorial and peer group activities, there were a few dissenting

views. There was the extract quoted in Chapter Four in which an army officer was angered by

the open-ended question that introduced the very first tutorial of the year. Variable quality in

the presentations also drew a number of complaints. The following extract probably reflects

the opinion justifiably held by several others:

Although I learned a greatdeal from what I had to research for my presentations, I think that

the structure of the course could be changed. A four-hour block of intense study is a long time

particularly when it's getting towards the end of the term or semester. Two hours of sitting and

listening to group presentations is a long time to not be able to move or talk. As student

teachers, we are constantly told that as the attention span of our students is very short we have

to make sure that we keep on changing activities. I think that even though we are older our

attention span is not as wide as two hours. I was a little disappointed with the way our tutorials
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ran also. They were often taken over by members of our group who liked to complain rather

than discuss issues with the rest of us and work out logical solutions. (V.01:077)

A contrary view would be more representative of the large majority who approved of the

methodology employed in STIC:

For me, the most valuable aspect of the course has been preparing and watching the group

presentations. This has been a helpful practical experience ofresearching a topic, planning a

lesson and presenting it to a group of people. 
'We 

have learnt the value of reflecting on our

own teaching in order to develop and improve ... lWe also learnt a great deal by being taught

by our peers, even the variety of presenting styles created interest. Other people's teaching

styles have been a source of creative inspiration. (V.01: 002)

Material collected in this section has considerable bearing on determining the context in

which a change in a teacher's practical theory can be effected. It is relevant, therefore, to

conclude with the words of a mature-age trainee who was facing a challenge to her existing

theory of teaching even greater than the defence personnel who have already been cited:

The group processes help me to see the merits and advantages of group work. In my culture,

we prefer competition rather than sharing ideas with others ... Some cultures, especially the

traditional Chinese, view group work with suspicion. It took me some time to get used to the

idea of group work when I stafed university study in 1994. We did a lot of practical work in

groups of two or four. But I have to say the group work introduced in this course taught me

the procedures of a successful working group that I can apply in my profession. (V.01:099)

(e) Formal studies. Because of the context and the assessment task that gave rise to these

memoirs, the 151 memoirs that provided material for this category were approached with

some caution. On one hand, there was potential for a number of students to present espoused

rather than authentic views, and to avoid critical comments about the content or methodology

of the course. On the other hand, the memoirs were written by graduate-and in many cases,
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mature entry-students, who were completing a course that encouraged independence of

thought and who were sufficiently confident to write frankly about their experiences. As it

happened, there was no shortage of constructive (and, occasionally, irate) criticism, and the

tone of the greatmajority of memoirs was uninhibited. One example may help to illustrate the

strength and sincerity of so many memoirs:

I would not have risked the techniques employed during my teaching if the seeds had not been

previously planted during the course. Whether this knowledge was imparted by individual

student teachers through their presentations, or by tutors through their lectures, the effect was

the same and very beneficial. Knowledge is power, and to share is to empower the individual.

(V.01:044)

The first point to arise from analysis of references to formal studies is that course content was

fresh and often surprising. Many trainee teachers commented that they had acquired new

knowledge, or had developed a deeper insight into a teacher's role, or that there had been a

dramatic expansion of their understanding of the aims and principles of education. As one

young man put it:

I ... started the course thinking I knew a lot about teaching. However, after listening to some

of the issues and problems that are linked to being a teacher, I began to reaLize that I knew

very little. (V.00:017)

Another declared:

One field of study I would never have touched without the course was psychology' Its

immense importance to our profession only became clear after listening to various lectures and

presentations. (V.01 :039)

A similar experience was reported by a young teacher of LOTE:
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The cowse made me consider exactly what motivation is and where it comes from . '. I believe

that lnowing why some students always seem to be motivated and others don't, and more

importantly how we as teachers can use our knowledge of the factors behind motivation to

engage the interest of all students is a necessary skill for all teachers. (V.01:036)

This last extract picks up the sense of confronting a new idea-so cogently conveyed in other

memoirs by the image of the course 'open[ing] my eyes' (V.00:005; V'00:035; V'01:001;

V.01:021; Y.0l:027)-.br¡t it also declares the potential for new knowledge to provoke

reflection and growth. Amidst all the references to a solid foundation of new knowledge,

dramatic changes of understanding, extensions of repertoire, and enlightening experiences,

there were also declarations of action:

I have found ... StudençTeacher Interaction in the Classroom a very valuable experience, as it

has above all stimulated me to analyze and evaluate some aspects of my teaching. (V.00:049)

For some, the formal course of study had become the 'medium for continuous reflection'

(V.01:030), allowing'me to comprehend not only what I was doing, but why I was doing it,

without explicit instruction'(V.01:057). The new knowledge also promoted a different

viewpoint that would'challenge pre-existing ideas' (V.00:003), foster the capacity to look at

schooling from the teacher's perspective (V.01:062; V.01:111), cause trainees to 'rethink

cherished beliefs and values' (V.01:046) or would be an 'antidote to narrow-mindedness'

(V.01:079). The course'opened [one student's] mind to new ideas and concepts' (V.01:126).

Another wrote that it had'challenged me to reflect on my work and this process had given me

the confidence to attempt my own ideas of teaching' (Y.0I 127). Furthermore, the course 'has

allowed me the time and opportunity to investigate the areas which I need to develop in

preparation for teaching High School students in the future (V.00:024). Even those whose

memoirs were assessed as being in the N category (the 'resistors') were able to find something
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of merit in the theoretical part of the course, although in these instances the chief advantage

was the gathering of additional techniques to be added to the tool box.

In summary, trainee teachers say that formal study of the theory of teaching was essential' It

facilitated the transition from a narTe lay perspective to the insights of a professional teacher.

It provided a solid intellectual base for continuing growth. It promoted a capacity for

profound reflection on current performance.

Trainees were clear, however, that theory might be necessary, but it is not sufficient.

Repeatedly, memoirs asserted tight links between the formal aspects of the course and the

actual experience in schools that constitutes the practicum of the course. Data reported in this

segment should, therefore, be closely linked with section (h) which deals with the field

experience component in the Graduate Diploma of Education'

(f) Theory or theorist. Thirty-nine memoirs contained references to a particular theory or

theorist that were so detailed as to suggest a stronger than expected formative influence. Apart

from one paper that discussed the development of self-esteem, the others fell into two distinct

groups. Twenty-four papers indicated a special interest in learning theory, and devoted space

to a discussion of Piaget or Vygotsky or multiple intelligences or problem based leaming. The

remaining fourteen papers, which focused quite heavily on Kounin, Rogers, the Canters,

Dreikurs or Balson, signalled the basic concerns of this gloup of trainees, and the classroom

management aspect of the course that proved especially relevant to them.

(g) Field experience supervisors. While almost half the trainee teachers drew attention to

the formative influence of field experience, only nineteen (I0.47o of all participants) made

specific comments about their university or school supervisors-and, here, school personnel

predominated.
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Some found themselves amongst caring and supportive professionals:

Having come from a govemment work environment, my initial anxieties ... were more

concerns for the staff room as opposed to the classroom. However what I found was nothing

like that at all. Here were people who were mentors, and they had a very concemed

responsible attitude to my development ... I suppose what rubbed off on me was the resolve

of staff. (V.01:0327)

Important leaming emerged from watching and working with skilled teachers:

There was one in particular that really inspired me and taught me an enonnous amount on the

English curriculum, how to conduct yourself in the classroom and with your colleagues, and

how to design an exciting unit plan. (V.01:077)

My supervising teacher .. . thadl lots and lots of fun and interesting things to do ... she had

been teaching for many years and gave me many important factors that I hadn't thought of and

introduced me to the many different aspects of teaching, including the concept of using games

to emphasize grammar points. (V'00:012)

Others were not so fortunate, but were able to balance negative against positive experiences,

and to turn distressing incidents into powerful understandings of what to avoid in their own

practice:

Of course teachers work hard, and at the end of the day patience may be compromised' It is

natural to feel iritated ... by rowdy learners also experiencing 'end-of-day fatigue'' It is

unacceptable, however, in my mind to denigrate learners and harass them, because this is the

style that the teacher had been using for the last thirty years. I feel strongly that this is an

indication of bad teaching ... (V.01:074)

Two trainees, in particular, were able to view objectively the conflicting role models they had

encountered, and to articulate their need to make a professional choice:
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From observing various teachers I was able to model myself on the aspects of their teaching I

considered positive and also make myself aware of the types of teaching I didn't want to

adopt. (V.01:104)

I noticed that the successful teachers had a certain sparkle in their eyes, and a spring to their

stç. They had an enthusiasm that was obvious to the students, a magnetism that grabbed the

students' attention and held it. It excited them. It made them eager to learn-and most

importantly it motivated them'to seek, to find' and thereby assume some responsibility for

their own learning.

On the other hand were the teachers who had no sparkle, and no enthusiasm for their job.

These teachers walked in the classroom and barely acknowledged the students'presence.

Books were opened (sometimes) and notes taken; and sometimes questions were asked and

answered. The lessons were boring and non-stimulating with no connection whatsoever

between the students and the teacher. This is the type of teacher I do not want to be like.

(V.01:086)

Overall, nine of the 19 memoirs in this category reported a largely positive interaction with

supervisors of field experience; the others were able to distil useful lessons for their own

development.

(h) Classroom experience. Just under half of the trainee teachers cited the experience of

working in a real teaching context as being a strong formative influence on their professional

development. In most cases they were referring to the ten weeks they spent in two secondary

schools, but some also commented on the insights gained during the Botanic Gardens

excursion when they were each responsible for the care and learning of a primary school

student for a morning.

The comments, generally, were predictable. Field experience was described as 'the most

important aspect of the course' (V.01:126) for it was an opportunity to work in a 'real
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situation...on a meaningful task' (V.00:02S) and to acquire practical experience (V.01:018,

V.01:019; Y.0L.O24; V.01:030) which enabled them to 'understand teachers' work' (V.00:035)

and to gaín'afuller understanding of theory' (V.00:006). More picturesque images confirmed

these opinions; one trainee said:

By having two practical experiences very early in the course, I was quickly given the

opportunity to become very aware of how different it is being on 'the other side' ... during the

practicums another fundamental was driven home. There is no point saying something if no

one is listening. (V.01:076)

Other trainees appreciated the 'space to try out'ideas and theories (V.01: 038), and to gain

'insights into important skills [and] to correct misconceptions'(V.00:001).

For some, initial classroom experiences may have been comparatively tranquil and affirming,

or memorable for a conspicuous success. There were occasions for perceiving and valuing the

variety of personalities, interests and abilities found in the classroom (V.01:021), for noting

how the reality of the classroom offered examples of theory in action-failure avoiding

strategies (V.01:019) or successful application of Balson's advice (1982) for dealing with

aggressive power-seeking behaviour (V.01:099). It is possible to sense the recollected elation

of lessons that worked-teaching a LOTE class to sing the principal parts of verbs (V.01:037)

or launching into an impromptu account of how the brain works for a fascinated Year Ten

class (V.00:025). For people in this group, field experience confirmed their theory of teaching

and encouraged them to continue to develop it. Significantly, the combination of traditional

teacher and traditional trainee seemed to intensify the satisfaction expressed in the memoir: 'I

am certain that a large proportion of my professional development is due to the two five-week

teaching practices' (V.01:080) wrote a young teacher of SOSE whose memoir had been placed

in the no-change category and who had earlier described his belief that:
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A really effective teacher knows inside what they want and to a certain degree, this feeling

inside a teacher has [sic] cannot be taught to them, it is something that has developed inside

and is as personal as any emotion. (V.01:080)

It must be noted, however, that early classroom experiences were seldom stress-free episodes.

One trainee wrote: 'The teaching practical has helped me to come to terms with myself. I have

... come to rcalize my strengths and weaknesses in regards to presenting materials to students'

(V.01: 058). Another, a mature-age trainee from a military and police backgtound, reviewed

the Botanic Gardens visit and wondered whether:

... the lesson learnt could have been achieved in a shorter time. But, on reflection, I'm not so

sure that this is the case. It is certainly one of the essential understandings and does well to

come this early in the course. It was one of a number of essential shocks to come my way this

year. (V.00:051)

Indeed, there were shocks for a number of trainees. The descriptions contained different

words: one wrote that her students at first'were bored and did not listen' (V'00:004), another

realizedthat her approach to one of her classes 'was a total failure' (V'00:012); there were

reports of an 'unsettled Year Eight class' (V.00:036), of how another trainee 'struggled ... to

deal with situations as they arose in my classroom' (V.01:108), of 'how hard it is to control a

class of teenage students ... and the realization that I wasn't there to be liked I was there to

teach' (V.01:078). The message was constant, however. Students became aware of their own

'inadequacy' (V.00:043) and their'inadequate professional preparation'(V.00:010)' Perhaps

the most trenchant account of the surprise, disillusionment or despair engendered by some

early teaching experiences has already been cited in Chapter Four (pp. I2L-L22). There the

young teacher of English described how her collision with disinterested and antagonistic

students compelled a radical reconsideration of expectations. A few sentences merit repetition

in this context:
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I embarked on this year with the attitude that students were all empty vessels eagerly awaiting

my instruction ... The fact is (as I learned all too quickly), students already have their own

opinions about everything--+ven if they don't know anything about it. ... My theory of

teaching had to be readjusted in order for it to survive in the hostile environment in which it

found itself. (V.01:028)

A similar crisis was found in a trainee science teacher's account of trying to combat 'student

disengagement, poor attendance and disruptive behaviour'. He also defines other facets of

teachers'work that are not to be gleaned from a text book and appear to be not well

understood in the wider communitY:

It is not surprising that many preconceived ideas held about teaching methodology change

substantially after first hand exposure to teaching in the classroom. In great part, this is

because the preconceptions-no doubt based on worthy ideals-are formulated and acted out

in the imaginary settings of the mind where even anticipated problems are neatly resolved.

These simulations also tend to deal with only one or two matters at a time. Actual classroom

experience, however, quickly redresses many of the notions both in terms of unforeseen

complications and the number of matters that must be dealt with simultaneously. Another

consideration-unanticipated-is the high level of energy required to maintain a good

learning environment. Perhaps, self preservation in hand with a determination to succeed,

more than anything, quickly conspired to either adjust, abandon, or replace many

preconceptions. This led to the creation of a new set of views. (V.01:029)

The overall impression gained from comments summanzedin this section is that field

experience is the crucible in which the presentations of theory and the discussions of

alternatives become urgently relevant. Repeatedly, trainees told how-as novices-they

confronted the reality of secondary schooling, and as a result were obliged to reappraise their

methods and beliefs. Significantly, many of them returned to the theory for a deeper
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understanding of the issue concerning them and for suggested solutions. This tight linkage

between theory and practice looms as a dominant theme in the memoirs.

(i) Expectations of school. For trainee teachers, there inevitably are school-based

requirements that impinge on what they do during their field experience. Some were implied

when, for example, one memoir described how family illness delayed the trainee's a:rival for

the first meeting with his school supervisor, or when a number of trainees mentioned a

school's behaviour management strategy. There was only one direct indication that policy

shaped lesson planning, and that, indeed, should more properly be attributed to a systemic

requirement as it referred to the SACSA framework and its encouragement to teachers 'to

build on students'existing knowledge, allowing lthem[ to construct their own meaning from

tasks' (V.01:101).

It came as no surprise that trainee teachers seemed unaware of any pressure from school

policy to teach in certain ways. This category becomes more relevant when the perceptions of

experienced teachers are reported in Chapter Seven. The potential for school expectations to

inhibit the development of new theories of teaching and learning will be examined in Part B

of this chapter.

fi) Frame factors in school. Two trainees reported that structural or administrative factors

in schools promoted a change in their practice. One described how the availability of

computers and the syllabus expectation that she would use them for a'rather dry' geography

topic posed a novel challenge:

This involved a great learning curve for me, to plan, prepare and implement, within a given

time, a topic I was not familiar with ... The outcome of [an evaluation sheet gathered from

students] was very informative, useful for future projects and the few warm fuzzies enhanced

my self esteem. (V.01:044)
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The other trainee explained how, in retrospect, he realized that the behaviour management

policy and practices of a school-with emphases on orderly beginnings and ends for lessons

and systems for positive and negative reinforcement of student behaviour-set him up for

success

I was able to build on the firm disciplinary foundations which the school provided without

even realizing that those foundations eústed and were having such an influence. CV.00:009)

Frame factors were mentioned in other memoirs, but are more appropriately placed in Part B

(k) Other. Fifteen trainee teachers drew attention to change influences that fell outside the

categories described in preceding pages. Ten of them cited previous employment as having

already been a powerful factor in the construction of their practical theory of teaching. A

home-schooling parent, a tour guide, swimming and basketball coaches, music teachers and

tertiary tutors came to the course with the foundations for teaching that had grown beyond

perceptions consolidated in adolescence. Four trainees were greatly influenced by the birth

and/or ongoing care of their own children, while two called attention to their disapproval of

Keating's teaching style in Dead Poets' Society and two others-international students-made

special mention of their struggle to reconcile the pedagogy they had known in their schooling

with that promoted in the course they were just completing. There was a reminder, too, that

global events impinge on schools; two memoirs contained insightful discussions of the aims

of education in the light of gllI,the Gulf Wars, and subsequent acts of terrorism.

B: BARRICADES AGAINST THEORY CHANGE

1. OVERVIEW

It was predictable that trainee teachers reviewing their progress through the Graduate

Diploma in Education would offer some evaluation of the course itself. These trainees-
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already graduates and, in 43Vo of the cases, over the age of 30 and probably coming from a

prior career-were well placed to illuminate their own experiences and to cast fresh light on

the contributions of others. In all, 34 memoirs provided 45 useful insights into factors that

impeded the process of theory change. Some trainees voiced concern that a subject like STIC

concentrated too heavily on theory, whereas they would have preferred more specific and

practical direction on what to do when they reached their classroom. These were the people

interested in obtaining a toolbox but not overly concerned to revise their pedagogy. Others (a

large majority) concentrated on their two blocks of teaching practice. They proposed a lack of

congruence between the constructivist approach to learning advocated in the Graduate School

of Education and what they perceived to be the realities of today's secondary schools. They

expressed opinions about the negative influence exerted by secondary students themselves,

issues of funding and resources, and the professional lives of teachers. Each of these topics

will be addressed in turn.

2. SPECIFIC INFLUENCES REPORTED IN TIIE MEMOIRS

(a) The influence of students. Eight memoirs pointed to the misbehaviour or disengagement

of students as a constraint on what trainee teachers could attempt during field experience.

While some trainees found space to try new teaching approaches (part (h) above), those cited

in this part found themselves in a struggle for order that precluded collaborative, student-

centred learning activities. The situation sometimes was open conflict: '... teenagers thrive on

ruining the teacher's plans and behaving in such a manner that infuriates the people that are

trying to educate them' (V.01:020). At other times, the task was to overcome disinterest or to

surmount persistent requests that learning tasks be justified (V.01:029). Trainees began field

experience with the best intentions, as a young teacher of Japanese and music explains:
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I tried to be füendly and let students work independentþ, but it only worked in two of my

classes, but [in] the other it was a total failure ... However, I think I did okay when I moved

my theory of teaching towards a more structured and rigid theory, even though I did not like

teaching that way. This structured teaching forced the students to study and become more

conffolled with what they were doing. After I managed to control them as much as I could, I

allowed them to do a more relaxed and self-controlled study. This was not a very good idea!

(V.00:012)

The same rueful tone is repeated as a mature-age trainee reflects on one of his more

challenging assignments :

... when faced with a maths class for a double lesson on a Friday afternoon, I have been

reduced to the basic survival tools of threats of punishment . . . I was reduced to the same basic

level of crowd control that teachers have been using for more than a century. I do not feel

good about this and I hope it is less likely to happen when I have my own classes and have

more time to build positive working relationships with my students. (V.01:128)

He is right, of course. The Friday afternoon problem is less severe for the experienced

teacher. Nevertheless, the incident remains a useful illustration of students' capacity to

reinforce authoritarian models of teaching, and to strerigthen the perception of trainee teachers

involved in this study that'idealistic'theory is incompatible with the 'reality' of some schools

and some students (V.01:012; V.01:017; V. 01:029)' The pedagogic consequences of

continuous skirmishing in classrooms were well caught by a more mature trainee whose

science class-regarded by some school staff as 'little terrorisfs'-1ry¿5 denied access to

laboratories. He may have enjoyed being 'always on the edge ... not knowing what could

happen from one moment to the next', but that may explain why he felt his 'enthusiasm levels

were falling, more so out of tiredness than despondency' (V.01:032).ln the short term, he was

denied an important avenue for teaching. From the longer perspective, his capacity for
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creative teaching was being eroded-a point made by another trainee facing a similarly

disruptive class (V.01 :044).

(b) Funds and resources. Concerns over funding- or resource-based limitations were less

evident than frequent media speculation might suggest. In fact, in this area there were four

references, none of which suggested that a unit of study or an individual lesson had been

affected by the lack of essential or optional equipment. One comment suggested that the

implementation of a constructivist approach to learning was constricted by class size and

unspecified financial 'limitations' (V.01:101). On a similar note, there was also an

impassioned plea in support of government schools:

If any sort of wave of new teaching approach, whether it be problem-based learning ol any

other, is to be introduced into the Australian school system, it would most likely come from

the private systemrather than the woefully underfunded public system. (V'00:018)

These were not personal complaints but anxieties arising from informed observation of field

experience schools and the human resource difficulties that were seen there. The concerns

were about the stresses of high workloads (V.01:074) and the 'burnt out hopelessness'

(V.01 :012) they engendered.

(c) Professional lives ofteachers. Trainee teachers perceivedthat one consequence ofa

press for constructivist learning would be an increase in the already high work loads in the

field experience schools. One captured the dilemma very clearly:

Rather than numbly accepting what they are force-fed, the students learn to question and

analyze,to construct and deconstruct information, relating it to the world(s) in which they live

... On the down side, I think facilitating forces the teacher into dealing with the students on a

far more individual basis with much less opportunity for stereotyping them, which must add

incredibly to the teacher's workload' (V'01:103)



2r2

Another sensed that management requirements, which had teachers 'concentrating on meeting

goals and objectives', could divert focus from students'learning. After describing the 'lack of

unity' and the 'interdepartmental disharmony' she observed in one of her placements, she

emphasized the potential for 'negativity ... generated within the school system by budget cuts,

teacher layoffs and a lack of respect' to become a barrier to the facilitating of 'creative

thinking in classrooms' (V.01 :044).

Some schools \ryere seen to cope better than others with the demands placed on them. One

trainee was able to make a useful comparison between two of her field experience schools.

One, a small country school, 'had the optimal learning environment'in which 'students were

made to feel valued'and:

... teachers knew most of the students' parents quite well ... Teachers were involved in many

of the extra-curricular activities . .. which at times spilled over to the weekend; no one seemed

overly disgruntled by this. There was a sense of mutual trust in the school; classrooms were

left unlocked, students were able to access the hbrary and computer roonts during lesson time,

they were trusted to do the right thing and return to class on time ... everyone seemed to share

a general sense of cooperation and pride.

... In comparison ... every student at lname of school] was treated as a potential thief, doors

were locked, movement around the school was limited, graffiti was rife and a sea of asphalt

surrounded recreation afeas ... Students were not allowed to participate in exffa-curricular

activities outside of school hours and some year levels were not even allowed to go on

excursions. The sense of community was missing from the school and there was little evidence

of good rapport between teachers and parents apart from the odd phone call, which was

generally hostile. (V.01 :072)

It is tempting to be critical of the second school, but that was not the intention of the writer

Indeed, the anecdote was a useful illustration of the importance of positive affect.

Nevertheless, in conjunction with the earlier section describing the negative influence of
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student behaviour, it points to the difficult environments that constrain the work of some

teachers. A similar comparison was reported in another memoir (V.01:060) where the

freedoms accorded students in a country school 'would have been impossible at [name of

schooq as students could not be trusted to work unsupervised'. More to the point, both

examples raise questions about the prevailing pedagogy in each of the schools-an issue also

raised in several other memoirs. The memoir just cited goes on to describe how the trainee

attempted during another field experience placement:

... to use creative teaching approaches ... particularly in classes where inforrnation might

overwhelm the student [but] ... strangely, the teachers at [the third school] were not interested

in the cognitive learning approach. However I pursued it and the students became receptive to

it. (V.01:060).

Another trainee, attempting to apply Glasser's emphasis on the 'development of positive

relationships between the student and the teacher'found that it was:

... extremely difficult to execute [that plan] because it often went against the general school

culture ... that doesn't always meet the needs of all the students (I often heard students

refened to as stupid or a ratbag)' (V.01:057)

There were instances, too, where supervising teachers were perceived to deny respect to their

students:

At times, I observed other staff calling students to their faces the lowest piece of gatbage,

slimes and other such names. I found this very disturbing, and realised that this was because

the students were personally being insulted, rather than the behaviours being dealt with'

(V.00:031)

Other memoirs made the same general point-the leamer-centred approach to learning that

was encouraged in the theoretical part of the course was not always compatible with the ethos
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of the field experience school. Facing a class that had been 'very put off maths', one trainee

teacher reported that she 'put considerable effort into interesting the students into maths, but

lwhen confronted with the expectation that exercises in the text book would be completed] it

was then difficult to do all the repetition necessary for learning' (V.00:043). The same'need to

cover a specified curriculum in a discrete period of time' (V.01:101) was listed by another

trainee as a factor intruding into the quest for effective learning. Perhaps the most serious

concern was that some schools played down academic expectations:

While the teaching staff were excellent and extremely supportive, I immediately sensed the

low expectations they held for their students and shortly discovered the reality of what was

achievable ... My focus was shifted from facilitating and accelerating the leaming of the

students to keeping them occupied, well-behaved and quiet. My supervising teacher was quite

casual concerning these expectations, such that if these aspects were achieved, then any

additional learning was a bonus. (V.01:012)

These extracts from memoirs point to the collective code that develops within a school and

shapes the teaching strategies of its staff. Frequently it is a teacher-centred transmission

approach that contradicts current trends towards constructivism-a conflict that does not pass

unnoticed by trainee teachers:

I am uncomfortable, to say the least, with the teacher-centred focus system which seems to be

the preferred teaching style of a number of teachers whom I met during my teaching practice.

In my opinion, this style renders the students subordinate to the 'power' of the teacher and does

not liberate the students at all. Rather, this style delivers information from the pedagogue to

the empty vessels which either fills them, or not, with that which the pedagogue dictates to

them ... In my opinion, this is an antiquated style of teaching and seems to me to exist for the

teacher's benefit of maintaining control at all costs. This style takes less effort than designing

innovative lessons. To perpetuate the same style of lessons year in and year out renders the
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pedagogue within his or her comfort zone. Beyond the comfort zone is uncharted territory, for

some. (V.01:074)

These observant trainees not only recognzed schools in which the prevailing collective code

was so static that it hindered their attempts to establish learner-centred lessons, but they soon

detected the symptoms in their supervising teachers. One commented:

... on my second practicum I went to a conference all about motivation ... I found that a lot of

the things he was saying I had already learnt from this course ... which made me wonder why

he was talking to a room full of teachers. Wouldn't they already know this? The reality was

no, they wouldn't. A lot of teachers these days have been doing it for a long time and they

often rehash the same material each year, forgetting that the students have needs too.

(V.01:065)

An even more disturbing description of the entrenched teacher appeared in the writing of a

young teacher whose school supervisor was:

... a male mathematics teacher in his mid+hirties: "I've got one, maybe two, smart kids in my

class and the rest are all pretty dumb. It's Applied Maths, for ---- sake. I don't know what's

wrong with them. It wouldn't surprise me if most of them fail". Among other things, this

person had used the same resources, teaching methods and philosophies since beginning his

teaching career fifteen years ago, was inflexible, and openly rejected advice on different

teaching approaches from his peers-he was not to blame ... I began to assess my own theory

of teaching as I found myself thinking how the mathematics teacher's views on teaching were

so different to mine. The most striking difference was that the mathematics teacher was

teaching to impart knowledge and not for student learning' (V'01:073)

Perhaps he was one of those teachers about whom another trainee wrote: 'I think some

teachers spend so much time teaching that they forget how to learn' and consequently are

unable 'to empathize with the student', can not'develop professionally [or] personally', and
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come to believe 'they don't have anything more to learn' about their profession (V.01:037)

Yet another memoir recorded the clash of ideas when a young maths teacher was:

... provided with a textbook and a time limit to finish a topic. It was against my teaching

theory, which is an innovative approach, but I had no choice. The students had already been

trained to the idea of a fixed world of knowledge that they must come to lnow. (V.01:100)

Trainee teachers were clear that some school supervisors had ceased to be learners about their

own profession. Their understanding of new insights into human cognition-n¿urow or partial

or non-existent-stood in the way of their own and their students' development and

perpetuated traditional approaches to teaching and learning that now are believed to have only

specific and limited applicability. Perhaps the closing extract from memoirs will define-not

only the collision point between trainees on field experience and their supervisors-but an

essential truth about pedagogic change. In his advocacy of a'dinnerpartean'view of

teaching-'teacher as host rather than teacher as drill instructor, CEO, head abbot and chief

librarian'-a view that urges the teacher to 'encourage students to love thought itself , a

talented trainee teacher argued:

The primary barrier to establishing a culture of voluntary learning is the perception of

knowledge and skill acquisition as local, limited and specialized.Localbecause it is often the

immediate (and therefore 'relevant') and ephemeral which is prized well above the broad and

the fundamental. Limited because it is the nature of human beings to create borders and place

objects and processes well within those borders and nowhere else, and specialized because the

ability to do one thing extremely wetl seenxi somehow more valuable than the ability to do a

gteat many things moderately well' (V.00:034)

Like Campbell and Campbell (I999),this young man believes that pedagogic change first

occurs in the minds of teachers. His peers are telling us that the failure to change also occurs

in the mind.
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TABLE 6: FACTORS INFLUENCING TRAINEE TEACHERS'EXPERIENCE OF PRACTICAL

TTIEORY CHANGE, BY NATTIRE OF CHANGE, AGE GROUP AND GENDER.

a ,b k

<30 M 9 (73.2') 4 2 0 J 7 I I 4 0 0 I

F 29 (2s.2) 6 5 1 9 27 6 4 2L 0 0 2

30-39 M 7 (10.3) 2
,, 0 2 6 1 I 6 0 I 2

F t2 (r0.4) 2 J J 2 11 I 0 7 I 0 0

>40 M 7 (10.3) I I I I 6 1 0 2 0 0 I

F 1l (9.6) I I 2 J 8 2
,,

8 0 0 0

Not
known

M 2 Q.9) 1 0 0 0 0 0 0 0 0 0 1

F I (0.9) 0 0 0 0 I 0 0 0 0 0 0

AIl Y M 25 (36.8) 8 5 I 6 t9 3 2 12 0 I 5

F 53 (46.1) 9 9 6 t4 47 9 6 36 I 0 2

M+F 78 Ø2.6) 17 l4 7 20 66 7

<30 M 16 (23.5) J 3 2 9 15 8 I 7 0 0 3

F 34 (29.6) 5 6 5 22 3l 7 2 15 0 0 0

30-39 M 8 (11.8) -t I 0 I 6 -t 3 J 0 0 I

F 8 (7.0) 0 0 2 4 5 2 I J 0 0 2

>40 M 6 (8.8) I 2 I 2 5 3 0 2 0 0 I

F 8 (7.0) I I 1 6 7 2 0 5 0 I 2

Not
krown

M 0 (0.0) 0 0 0 0 0 0 0 0 0 0 0

F 2 (1.7) 0 0 0 2 2 0 0 0 0 0 0

AIID M 30 ø4.r\ 7 6 J t2 26 t4 4 12 0 0 5

F 52 (45.2) 6 7 8 34 45 l1 3 23 0 I J

M+F 82 ø4.8) l3 l3 7t 25 7 35 0 8

<30 M s (7.4) I 0 0 2 3 0 I J 0 0 0

F 6 (5.2) 0 0 0 I J 0 I 0 0 0 0

30-39 M s 0.4) 0 0 0 0 J 0 0 0 0 0 0

F 4 (3.5) 1 I I 0 2 2 0 0 0 0 0

>40 M 3 Ø.4) 2 I I 0 I 0 2 1 0 0 0

F 0 (0.0) 0 0 0 0 0 0 0 0 0 0 0

AIl N M l3 (19.1) 3 I I 2 7 0 J 4 0 0 0

F l0 (8.7) I I 1 1 5 2 I 0 0 0 0

M+F 4 2 2 5 t2 2 4 0 0 0

All M 68 (37.2) l8 t2 5 20 52 r7 9 28 0 I 10

11s (62.8) t6 17 15 49 99 22 10 59 I I 5

34 28 20 39 87 1 2
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C: INTER-GROUP DIFFERENCES

To this point, the memoirs of trainee teachers have been treated as an homogeneous group,

with common themes emerging amidst the predictable diversity of human responses. Table 6

displays data according to the nature of the change experience, age group and gender of

trainees, thus enabling a search for differences across the groups. It displays the frequency

with which a particular factor was mentioned by trainees as being influential in changing their

practical theory of teaching. The three major categories of change experience defined in

Chapter Four-Y: significant change (accommodation), D: steady development

(assimilation), and N: no change (the 'preservers' or the 'resistors')-*" repeated in this table.

Within each section, subdivisions show data from each of the age groups while distinguishing

between the responses of men and women.

(a) Nature of change experience

In Table 7, the number of responses for each category of factor influencing theory change is

separated into the change category of Y, D or N and expressed as a percentage of the total

number of trainee teachers responding.

Factors (i) and () appear to have had little influence on the change experience of trainee

teachers in each category, and responses in (k) are so personal and idiosyncratic as to

confound pattem making. For other factors, percentages in the Y and D categories (which are

roughly equivalent proportions of the group overall) suggest some interesting variations in

specific categories.
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TABLE 7: FACTORS INFLUENCING TIIEORY CIIANGE, BY CHANGE CATEGORY

The same broad proportions are to be seen for some factors, notably (a) with a slightly higher

influence attributed to own school experience for Y, (b) with the N goup somewhat less

influenced by students'needs (suggesting, perhaps, a stronger concern with teacher activity),

and (e) with its proportions for Y and D very close to the model, but N predictably less

impressed with new theory. The data for the remaining factors show an interesting set of

departures from the expected pattem, as Figure 1 shows:

2.27.t9.3(a) Own schooling

1.17.17.0(b) Students' needs

1.16.03.8(c) Mentor or guest lecturer

1.625.110.9(d) Colleagues' influence

6.638.836.r(e) Formal studies

1.113.76.6(f) Theory or theorist

3.8 2.24.8(g) Field experience supervisors

19.1 2.226.2(h) Classroom experience

000.5(i) Expectations of school

00.50.5() Frame factors in school

04.83.8(k) Other
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FIGURE 1: VARIATIONS FROM PATTERN OF TOTAL NUMBERS IN EACH CATEGORY,

FOR SELECTED FACTORS.

The 'All' group depicts the relative percentages of trainees in the Y, D and N groups. It might

be the pattern if there were to be uniformity across all categories in the three groups of change

experience. The results depicted for (c), (d), (Ð, (g) and (h) suggest departures from what

might have been anticipated. Though the numbers are small for (c), the D group seem to be

more interested in the influence of a mentor or guest lecturer than their peers. The tendency is

more strongly apparent for both (d) and (f), prompting the view that 'assimilators' may value

more highly the availability of new ideas from a range of sources than 'accommodators' or

'resistors'. On the other hand, the higher proportion of trainees in the Y category referring to

(h), the impact of field experience-coupled with the descriptions of surprise and shock in the

first placement-suggests that theory for these people must be interpreted through the

(sometimes harsh) realities of the classroom.

Alt
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(b) Age:

After discounting the responses of five trainee teachers who could not be allocated to an age

goup, the others were totalled for each group and expressed as a percentage of that group, in

order to establish comparable age profiles. The results are displayed in Table 8.

TABLE 8: FACTORS INFLUENCING TIIEORY CHANGE, BY AGE GROUP.

It can be seen that only slight variations exist between age-based responses to most categones

of change influence, although results for (c) might suggest a tendency for older trainees to be

more influenced by mentors or guest lecturers-possibly because expert opinions brought

them in touch with more recent behaviour patterns in schools.

Some differences emerged, however, in items (d), (e), and (h) which, as has been previously

noticed, are the dominant categories for change influence. In (d), the percentage of trainees

n.l18.219.2(a) Own schooling

t7.l15.916.2(b) Students'needs

t7.I13.68.1(c) Mentor or guest lecturer

34.320.546.5(d) Colleagues' influence

77.175.O86.9(e) Formal studies

22.920.522.2(f¡ Theory or theorist

tr.4tL410.1(g) Field experience supervisors

5r.443.250.5(h) Classroom experience

01.00(i) Expectations of school

2.91.00() Frame factors in school

IT.4TT.46.r(k) Other
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identifying colleagues as a resource was higher in the < 30 group than in the > 40 group, and

much higher than in the 30-39 group. For (e), too, while the range was smaller, there were

similar variations. Again, in (h) trainees in the 30-39 age group referred less frequently to

field experience as a change influence, possibly because a number in this group were

upgrading qualifications to support an existing career in music teaching or tertiary education.

(c) Gender:

Total references to change influences were sepafated into male and female responses and

expressed as a percentage of all men and all women respectively. The results are displayed in

Table 9. It can be seen that men exhibit a change-influence profile somewhat different from

that of the women.

This might be the area of greatest difference between groups. Women record a higher

percentage of references in categories dealing with mentors, colleagues, formal studies and

classroom experience, whereas men have a higher percentage of references to their own

schooling, students'needs, a particular theory or theorist, and field experience supervision.

Nevertheless, references to the influence of formal studies remain high, and field experience

is seen as significant.

It seems possible that some differences exist between the preferred paths to pedagogic change

of male and female trainee teachers.



I6 13.926.518(a) Own schooling

t7 14.8t7.612(b) Students'needs

15 13.05 7.4(c) Mentor or guest lecturer

49 42.620 29.4(d) Colleagues' influence

99 86.152 76.5(e) Formal studies

22 19.125.OI7(f) Theory or theorist

10 8.713.29(g) Field experience supervisors

59 51 ,34t.228(h) Classroom experience

1 0.900(i) Expectations of school

I 0.91.51O Frame factors in school

5 4.310 t4.7(k) Other
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TABLE 9: FACTORS INFLT]ENCING TIIEORY CHANGE, BY GENDER.

(d) Subject specialization

A closer study was undertaken of responses from the 47 trainee teachers specializing in

English and the 54 specializ\nginmathematics and/or science. Again, total references for

each category of change influences were separated into the responses of English or

mathematics and/or science specialists and expressed as a percentage of all English and all

mathematics/science respectively.

The results are displayed in Figure 2.It canbe seen that English specialists exhibit a change-

influence profile somewhat different from that of the mathematics/science specialists.

Again, the overall pattern is repeated, with colleagues, the course of study and field

experience being dominant. Some subject-related variations may apply, with English teachers
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recording somewhat higher percentages than mathematics and/or science teachers in the a¡eas

of (b) students' needs, (d) influence of colleagues, (f) particular theory or theorist, and (h)

field experience.

thl

IMath/Sci
ËEnglish

20 40 60 80 100

FIGURE 2: VARIATIONS BETWEEN ENGLISH AND MATIIEMATICS/SCIENCE RESPONSES,

FOR CHANGE FACTORS (a)-(h)

D: MAJOR THEMES EMERGING FROM THIS CHAPTER

1. BRIDGES

One of the strongest early impressions of trainees' experience of pedagogic change is the

range of influences that have shaped individual responses-a range that entices one to see the

change process as a collection of sepatate, idiosyncratic and perhaps unique experiences. This
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is another useful reminder to administrators that no single approach to pedagogic change can

meet all the needs of all participants.

Nevertheless, it is possible to discern some patterns amidst the rich diversity. For example, the

analysis has suggested that factors valued by'accommodators' are likely to be different from

those valued by 'assimilators'. There are suggestions, too, that different age goups may attach

different measures of efficacy to certain influences; note for example the smaller than

anticipated number of trainees in the 30 - 39 age group who saw merit in discussions with

peers. Then again, different pattems seemed to apply to men and women, and to English

teachers as opposed to those who specialized in mathematics and/or science. That is to say, if

it is impossible-as is most likely-to provide an individualizedprogram of professional

learning for each participant, then groups linked by common subject interests, age group'

gender, and/or response to change might become the focus for certain stages of differentiated

professional learning. It seems inevitable, too, that in secondary schools these groups are

highly likely to be the subject department, where the head of that department is probably best

qualified and most appropriate to be the change leader.

Some elements would appear to be mandatory, however

An alternative theory. Of all the 160 trainees coded as Y or D,85.67o nominated their

progrÍìm of study as one of the important influences in their professional development. They

indicated that formal study presented concepts and processes that were unlikely to have

presented themselves unprompted. Without new ideas, the existing practical theory would

have remained unchallenged, but study led to a dramatic expansion and intensification of

understanding. Furthermore, the confrontation between new and old ideas prompted critical

reflection on their own teaching. The availability of an alternative theory might, therefore, be

the single largest component of pedagogic change'
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Context of prøctíce. Almost 527o of the 'accommodators' and 'assimilators' described their

field experience as an important factor. It seems that, for them, the classroom was the crucible

in which theory became urgently relevant, driving them back to textbooks and tutorial

discussions with a heightened awareness of the tight links between theory and practice. The

fact that "theory" is often used in a teaching context in a pejorative sense reminds

administrators that theory only becomes fully meaningful when put to use in the classroom.

Meaningful use of theoretical knowledge might, therefore, be another important component of

pedagogic change.

Peer support, Another theme dominant in trainees'memoirs is the value of working in peer

support groups. On one hand, the responsibility for presenting necessary information to one's

peers has obviously provoked efficient learning, enhanced group planning, and intensified the

motivation to hone presentation skills. On the other hand, observing peers at work brought a

diversity of perspectives and styles, thus augmenting the teaching repertoire and offering

models to be discussed, and emulated or rejected as the case may be. While many applauded

the peer group responsibilities, a few (often men in the'resistor'category who taught

mathematics and/or science) were critical of peer-based learning. It is suggested therefore,

(albeit with some caution) that a small group of peers might be the optimal group for

professional learning.

2. BARRICADES

Existing theory. For'accommodators' and'resistors', the most formidable barrier-inferred

by a reader of the memoirs rather than articulated by the trainees themselves-against

changing a practical theory of teaching is the existing theory itself. Well established, as

comfortable as an old glove, and with roots stretching back to childhood, the existing practical

theory of teaching is robust and, in many instances, still considered effective' It is most
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readily seen in operation with the 'resistors' who were described as 'defenders of the faith' in

Chapter Four where the old advice, 'If it ain't broke, don't fix it', seems to apply. The

'accommodators', on the other hand, seem able to overcome the barier. As the new idea

grows in relevance and power, the sense of dislocation typical of accommodative learning

appears to diminish and the impact of the old theory wanes. Establishing the new theory

requires time, encouragement and support-and sometimes a counter-attack by the old theory

has to be resisted-but change can eventually be achieved.

School culture. Trainees are able to point out that one major ba:rier was incompatibility

between the theory of teaching promoted in the Graduate School of Education and the

circumstances prevailing in the field experience schools. They acknowledge that their

supervising teachers are hard pressed; applying constructivist principles is a demanding task,

and the managerial emphasis on documentation and accountability generates much additional

work and angst. Furthermore, student apathy and misbehaviour restrict opportunities, for

experienced and trainee teachers alike, to experiment with innovative classroom

methodologies. Nevertheless, trainees sense (and report in their memoirs) a school climate

that is hostile to change. They write with insight of entrenched teachers who have stopped

learning. They are critical of teachers who regard students with disdain, or who hold

outmoded and restricted perceptions of knowledge. Using their own words rather than text

book terminology, they describe schools where experienced teachers protect a traditional

collective code and thereby cement nofins of teaching and learning in the school' In doing so,

they create student expectations and/or defiance, and impede the application of modern

approaches to learning and assessment.

Thus, trainee teachers identify one of the potent mechanisms blocking their adoption of an

innovative pedagogy. At the same time, they direct attention to schools where it is not merely
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supervisors' individual practical theories, but the prevailing collective code that must be

revised.

3. THE ROLE OF AN EXISTING PRACTICAL THEORY

Trainee teachers provided striking confirmation that they brought their existing practical

theory of teaching-their'private, integrated, but ever-changing system of knowledge,

experience and values' about teaching (Handal & Lauvas, 1987, p. 10)-to the study they

were about to undertake. As sources of that practical theory, they pointed to such factors as

their own primary and secondary schooling, to teachers they liked or loathed, to legendary

teachers in their family, to their own experiences as swimming teachers or basketball coaches,

or to military training. It is also clear from trainees' memoirs that the new ideas posed in their

lectures and tutorials had to be approached via what they already knew, for new information

only becomes meaningful when prior knowledge is recalled and linked with the new

information (Marzano et al, 1997). That is to say, the current version of the practical theory

was, indeed, the most potent influence on each trainee's capacity to deal with a new paradigm

for teaching and learning. As would be predicted from Sotto's comment that the human brain

'processes information in terms of the schemata it already possesses' (1994, p.73),the

learning responses could be described as follows:

a. 'When new ideas about teaching were highly compatible with the current practical theory,

the trainee was able to make sense of the new information, link it to what was already

known, and adjust the practical theory accordingly, often by assimilation.

b. When the new ideas were very different from the current practical theory, the trainee was

hard pressed to make sense of them. In that situation, the trainee either rejected the new

ideas outright, or restructured the practical theory to take account of the new information-

resistance or accommodation was the outcome'
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c. When the difference between the new ideas and the current practical theory was moderate,

the uncertainty thus created might have led back to assimilation, accommodation or

resistance----or indeed to the error of equating the new information with what already

existed, the'I do that now'response.

Thus trainee teachers demonstrated in their memoirs that the existing practical theory was the

chief determinant of the nature and extent of the leaming, even though factors such as

personality traits, context, levels of motivation, and other priorities unrelated to teaching

might help shape the individual learning experience.

It might be noted that each interaction between the current version of a practical theory and a

new idea is likely to be unique. There can be no certainty, therefore, that trainees will treat the

next innovation they face in the same way as they reported in this study. Indeed, there is the

possibility that the experience described in these memoirs has been so formative that it will

induce resistance or severe accommodation in future changes. Then again, scepticism may be

required if the gap between theory and innovation is moderate. Self-reports from a

comfortable 'assimilator' or a'preserver'-1¡ough offered with genuine sincerity-may cover

serious misunderstanding of the new ideas.

In terms of the change principles proposed at the end of Chapter Two, this chapter emphasizes

a number of points:

i. Pedagogic change is the result of learning to apply new knowledge and skills.

ii. The dominant mode of leaming may be accommodation or assimilation. Some people

may not be able to acquire the new knowledge or skills in the available time andlor

prevailing context.
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1ll This chapter confirms the suggestion made at the end of Chapter Four that the process of

gaining new understanding and skills for teaching is likely to require the core activities

of confronting an alternative theory of teaching, making meaningful use of the new

theory in a classroom, and working closely with peers to provide mutual support

throughout the process.

iv. The refining or revising of an individual practical theory is even more complex than

might be first thought. Amid all the diverse elements of an essentially personal

experience, any pattems that do emerge are likely to blend the influences of age, gender,

subject specialization and, most importantly, pre-existing practical theory into a

kaleidoscopic set of change strategies. This is likely to be a stem challenge for change

leaders.

v Trainee teachers became acutely aware of the influence (for good or ill) of school

climate and teachers'collective code. Their perceptions add weight to the major theme of

the following chapter.

In Chapter Seven, teachers and secondary students comment on the bridges and baricades

they encountered during the search for revised personal practical theories and collective

codes.
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Renovating the Collective Code

Earlier chapters have shown that individual practical theories are robust and resilient. They

have also suggested some of the strategies that might promote amendments to practical

theories of teaching and learning. It has been noted, too, that school-wide innovation can be

thwa:ted if variations amongst individual theories are too great. Accordingly, in this chapter

attention returns to the schools at work in order to identify factors that might promote-or

inhibit-the alignment of individual revisions of practical theories into a new shared code for

implementing different learning approaches.

Part A describes both the facilitating and the blocking factors identified by teachers of

English, mathematics and science. Part B reports the views of the heads of those same subject

departments, while Part C deals with the views of managers of change. Students selected from

Years Eight to Twelve in the same schools are the focus for Part D. In Part E connections are

made between themes emerging in this chapter and the principles proposed at the end of

Chapter Two.

A. CLASSROOM TEACHERS

Initially, an attempt was made to sort the responses of experienced teachers into the same

categories as were used for classifying the comments of trainee teachers. Some interesting

distinctions emerged.
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V/hereas trainees attributed high levels of influence to formal study (82.5Vo), field experience

(47 .57o) and tutorial group work (37 .77o), expeienced teachers gave greatest emphasis to

students' needs-all of the 18 teachers talked about this aspect at some point in their

interview. Furthermore, school-based issues, which were scarcely mentioned by trainees,

became a dominant topic with experienced teachers. Aspects of the school's context and

procedures were discussed in 10 of the interviews (55.6Vo) and leadership issues were raised

in 15 (83.3 Vo).The fact that 14 experienced teachers (77 .\Vo) expressed a preference for

working in small groups of colleagues suggests that people in schools may value collegiality

even more highly than trainees do.

It is unsafe, however, to draw too many inferences about factors that facilitate or block

innovation from a direct comparison between the responses of 18 experienced teachers and

183 trainee teachers. In fact, it became more useful to seek commonalities between what the

experienced teachers said and the guidelines for change proposed at the end of Chapter Two'

The comments that follow will focus, therefore, on topics identified in the transcripts of

interviews with experienced teachers:

1. Perceived worth of the innovation;

2. Change management strategies;

3. Provision of learning opportunities;

4. Role of the proximate group;

5. Leadership;

6. Adjustments to school structures and procedures;

7. Student involvement;

8. Concurrent innovations.
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Each topic will be taken in turn, with the earlier paragraphs of each section concentrating on

elements deemed to promote change, while later paragraphs, which summarizethe blocking

agents, will be seen in some instances to display the converse of factors mentioned earlier.

1. PERCETVED WORTH OF TTIE INNOVATION

While risking the assertion of a truism, the record should show the positive influence of an

acceptable-and accepted-proposal for change. In Transcript 3, for example, the advocate

for inclusive teaching strategies indicates that her support for the adoption of the Middle

Years Program was related to her perception that its Approaches to Learning component not

only seemed'a very natural step to the learning support program'but also gave it structural

validity by placing 'effective and explicit teaching at the core of our curriculum officially'.

Similarly, the mathematics teacher, whose experience with graphics calculators had alerted

him to technology-driven changes to the fundamental goals of mathematics teaching, was able

to see that Dimensions of Learning would 'reinforce and highlight for us the areas in which we

should be working within a classroom situation' (Transcript 47).The science teacher, too, who

had first carefully appraised Dimensions of Learning, was able to commit to the project

because 'there were things that resonated, that matched'what I wanted to do' and also because

'it helps to explain to parents what the job of teaching is' (Transcript 17). Often it was the

broad sweep of the new idea that appealed, but occasionally it was the surprising or

previously only partly-comprehended insight that drew people into the innovation. Such was

the case with the mathematics teacher whose attention was caught by the discussion of

different categories of knowledge and their implications for teaching. He was particularly

interested in the distinction carefully drawn by Dimensions of Learning between procedural

and declarative knowledge: 'I think perhaps I always knew it was different, but I don't think

I'd ever really espoused to the kids how different it was' (Transcript 20).
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While a satisfactory alternative theory of teaching is unlikely to be all that is sufficient for

achieving pedagogic change, the indications are that it is certainly necessary and, indeed, the

basis on which pedagogic innovation will occur. As a mathematics teacher put it, 'I think if

you are looking at change, you have to be convinced that the change is obviously for the

better, and that the students are going to be better for having this change implemented within

the educational structure' (Transcript 47).

Earlier paragraphs have pointed to examples of teachers coping more smoothly with

innovations when they perceived educational, administrative or personal advantages in their

adoption. The converse, however, may apply.For example, when the classroom teachers who

were discussed in the N Category of Part A of Chapter Five either resisted a new pedagogy or

failed to appreciate the potential gains from novel ideas, they were unable to participate in

change.

Significantly, too, it became evident at the school espousing Dimensions of Learning that

some who had been supportive or even enthusiastic about one innovation might judge another

to be inappropriate and approach it with reluctance and suspicion. A mathematics teacher who

supported Dimensions of Learning was strong in her professional criticism of the mathematics

component of the Middle Years Program that was currently being chatactenzed by school

leaders as a highly compatible complement to the other innovation:

I can't see any value in the MYP ... to me as a maths teacher, it's actually retrogade ... I don't

understand why we're doing it ... It's just been a hassle and not particularly good mathematics

in terms of what lve try and contribute. (Transcript l1)

She is equally vehement in her objection to what she sees as the reactionary approach to

mathematics in Years Eleven and Twelve:
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It's good mathematics aimed at university entry, but it's what we were teaching twenty years

ago, so it's more of, 'Open the text book. Believe that the theorem is true and just apply it to

this set of numbers, that set of numbers and that set of numbers. Hey! You got the right

answer. Well done!' (Transcript 11)

The requirement to contribute to an Interdisciplinary Unit (IDlÐ adds administrative issues to

her list of frustrating impositions:

'We have to teach these interdisciplinary units ... Every time, the other faculties say, TVhat can

maths do?' and the answer from the other faculties is, 'You could do the statistics'. It's like,

'Well, hang on, guys. We have to do three IDUs with Year Eights. Are we supposed to do

statistics three times? To us, it's only a three-week unit and it fits into a Year Eight course that

covers all sorts ofdifferent topics. So I am yet to be convinced that having interdisciplinary

units at Year Eight level improves the sophistication of Year Eight students or has the value

that it's supposed to have. (Transcript l1)

Doubts about the intrinsic value of an innovation, or its timeliness or, indeed, its feasibility

stand as significant obstacles to its implementation. Other teachers expressed the same

reservations. A slightly more guarded comment from a science teacher echoes basic concerns:

One focus I've always tried to hold is to concentrate on catering for the needs of students.

Whether they think the MYP is going to do that and give the students an opportunity to go this

way, or whether that will work, we will probably see in the next few years, I guess. (Transcript

28)

Another science teacher told how he had helped pioneer in South Australia approaches to the

teaching of biology that had emphasized 'practical skills, the actual process, getting kids to do

experiments, analyze data' (Transcript l7). Now, he sees a course that-years ahead of time-

had embodied some of the goals of twenty-first century learning being supplanted by (in his

view) an outmoded conceptualization of science education:
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I really believe that there were elements of the old biology course that led the world, and I

mean led the world, in terms of best practice ... We in South Australia were doing that stuff

better than anyone else was anywhere I ever saw with any of the IB conferences I went to ...

The new syllabus has moved away from that and gone back to a 'safer' and 'more comfortable'

one and so that's a bit of a disappointment' (Transcript 17)

One final example-from an English teacher's view-point on Information Technology skills-

may serve to underline the detrimental influence of negative perceptions of an innovation

program:

I think the skills issue with IT is a bit of a-not furphy-but I think it's a bit overstated ... I

don't think it's that difficult to acquire the skills, and in fact I think a lot of the time you don't

necessarily need every detail ofthe skill ... I see a teacher's role as ..' causing students to

make transitions from data to information, information to knowledge, and knowledge to

wisdom ... I was teaching computing for the last couple of years ... and increasingly I found

there was no way I could keep up with every piece of software, but what I did have that the

students didn't have was some sense of an overview, so that if we were, for example, talking

about multimedia, I was able to break up the tasks ... and say ... you are the people who can

develop the skills in using animation in this progtarir, but I'm going to talk to you about how

animation might fit within our text, within our design, and I'm the person that will have a

conversation with you about what you have just done. (Transcipt22)

It is likely that this informed and thoughtful view of advanced computer use in English would

chafe at the one-off introductions to basic software that were available as professional

development in IT at the time in that school.

Perceived merit, it appears, will be one of the crucial determinants of pedagogic change
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2. CTIANGE MANAGEMENT STRATEGIES

As he reflected on the way his own teaching had changed, a science teacher identified

influences that led him to put the text book aside and that might, more generally, also stand as

principles for the management of pedagogic change:

I think ... the things that have altered my approach to teaching have been the nature of the

kids that come into the roonL and the fact that over time there has been a change in society's

values and norms and the sort of culture that the students experience. I guess \rye are seeing a

little bit of that happening with kids having enorrnous access to the Internet, and therefore they

will come into the classroom with certain skills, certain attitudes, certain needs. (Transcript

24)

Societal change and the consequent development of new priorities for students' learning are

stafing points recommended by a number of other teachers, too. One argued for a deliberate

shift of focus from teachers and content to students and what they would know as an outcome

of a particular course (Transcript 14). Another urged that the very first step should be to

identify the needs of both the students and the community in which they lived (Transcript 2)'

Yet another believed that the IT revolution was so pervasive that teachers and students should

be'forced'to address the important challenges being posed by technology (Transcnpt22).

Indeed, it was the need to confront challenges that led another teacher to welcome the tightly

administered guidelines of the IBO as support for school-based procedures (Transcript 35)'

From another perspective, there was the example quoted extensively in Chapter Five but

relevant here, too, where the science teacher returning to the classroom after five years in

business and adult education was obliged by students' attitudes and expectations to refashion

his teaching style (Transcript 12).

Experienced teachers seem to be telling us that one of the more efficacious entry points to

pedagogic change is a careful assessment both of broader changes in society and of their
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impact on students'learning needs. They also have clear ideas about the distinct'steps'that

need to be taken before the understandings thus obtained can be convefed into the realities of

classroom life (Trans cnpt 47). There should be (another teacher suggests) rigorous and early

examination of all the details of the proposed innovation, lest some unpleasant surprises

emerge at a later stage:

What ad.vice wouldyou give to people bringing innovation to a school?

Well, I would tell them to research the demands very thoroughly fust, because it's only very

slowly being revealed, for example, what the demands of the Middle Years Program are' For

example, each student will have to have a personal project at the end of Year Ten, and they

will have to have a mentor who must be a teacher, and the teacher will have to spend five

hours out of class time mentoring [each] student. So that means each teacher will have five or

six students in addition to having the senior IB students and perhaps being mentors to them as

well. I mean there just really isn't enough time to do it . .. And I don't know that this was

known when we took [the MYP] on board. (Transcript 46)

It is also valuable for teachers to share in any decision to take up an innovation that they will

have to implement:

Why do you think that change worked?

Firstly, because everyone was involved. It was a commitment to decisions that had been

reached jointly . . . Virtually everybody had been part of the discussion . . . People had argued

for and against, and different models had been debated, but eventually the vast majority of the

staff put their weight behind the model, and I think they were convinced of the value of

moving to a less adversarial style [of student management]. (Transcript 19)

The topic of ownership often appears in discussions of innovation. In Transcript 19, a useful

definition of what teachers mean when they speak of owning a change may have been

provided. Beneath the language of shared decision making and perceived educational merit,
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however, may lie the subtext of discussion, argument and debate that suggests a process of

wrestling with new ideas and emerging commitment based on the growth of understanding.

In eight separate transcripts, teachers acknowledged that new ideas were necessary precursors

to change. The process was seen as 'familiarize ... then implement' (Transcript 47). One

teacher welcomed ideas that would'provoke thinking outside the comfort zone' (Transcript

12). The new ideas might come from observing others at work, or sharing resources, reading

journal articles or searching the web (Transcript 26) or being challenged by presentations

(Transcript 14). There was support, too, for in-house courses where colleagues learnt together:

It was a big thing ... We used to have a lot of afternoon sessions that different people would

take on different activities ... We ran courses on teaching kids who had English as a second

language and things like that. There were a lot of things from books and things like that where

you try and incorporate kids from different backgrounds and kids ofdifferent undqrstanding

levels or academic levels. (Transcript 28)

Learning sessions that were voluntary, and took on the ambience of post-graduate seminars-

a combination of intellectual challenge and collegiality-were well regarded:

I can still remember, and remember how worthwhile it was, when we had those Dimensions of

Learning workshops. You put yourself in a workshop and you met four or five times'

Essentially we did homework because you were instructed that you were going to present this,

you were going to present that, and it gave me, at least, anyway, a chance to really have a look

at that program ... carefully over an extended period of time so we could see where that

change could actually help us in our teaching. (Transcript 20)

These small professional leaming groups appear to be the mode preferred by teachers,

perhaps because they understand that 'being an innovative teacher by yourself is incredibly

difficult' (Transcript 17), and that such groups provide'a safe environment where I could test

out that sort of idea' (Transcript 11) or where a teacher could use a bit of 'trial and error'
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(Transcript 28). Small groups are also valued because they contribute to the building of shared

codes of learning, and validate (perhaps, license) the experimentation and risk taking implicit

in the previous sentence. It might be observed, too, that mentoring within the small group by a

practising teacher-preferably from the staff of the school and possessing professional

credibility-was preferred to external intervention (Transcripts 17, 3, L2 and 20). There was

also recognition that major changes in pedagogy could not be achieved in a short time span:

'it's a slow process' (Transcript 35); innovation requires a consolidation phase during which

new knowledge and new skills are applied, or as one teacher put it, 'You need to give it time

to bed down' (Transcript 20).

To this point, teachers have identified-perhaps in declining degtees of emphasis-the steps

towards pedagogic change as introduction, investigation, decision-making, implementation

and consolidation. One lone, but persuasive voice argued that high priority be given to the

inescapable practicalities of assessment and reporting:

[Name] has probably got as good a handle on the Middle Years Program [as anyone] as far as

science is concerned, and he went to a conference at the end of last year and he basically said

... the people who know what they're talking about in this area ... say this stuff doesn't matter

... The emphasis we're putting on integrated units is not really what it's about. What it's really

about is going to be ... assessment and reporting ... in terms of measuring whether the kids

have got to where we think they have ... Someone said, TVhat I think is important is what I

assess' . .. I mean if you don't put in a test what you think is important<r in your assessment

program what you think is important-then I don't think you've got the critical base for

teaching ... We needed to somehow complete a loop here lwith Dimensions of Leamingf.

(Transcript 17)

Here, this experienced, creative but realistic teacher turns the focus onto questions of

feasibility, teacher motivation and completion of task'
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Other experienced teachers, however, described strategic effors which, they assert, impeded

innovation.

A principle that appeared very early in the interview process was that'you can never put a set

of strategies into place in a teacher's classroom ... You must also take into account that every

teacher approaches their curriculum in a different way' (Transcript 3). Perhaps it is because

teaching is such an individuallzed yet authoritative activity, and because pedagogic change

confronts such deeply held concepts and values, that teachers reject the imposition of different

methodologies. As a science teacher put it:

Barriers to change? The thing that I find is that-well, it's more of a thou shalt-that people

aren't given an opportunity to question and internalizeit from their point of view ... It's very

much a top-down-this decision has been made, therefore it's going to be your job to

implement it ... and the reaction I got was, 'Well, hold on. No, we won't. You've got to tell us

why' ... So we're saying ... you just can't come down ... it needs to filter right down ... It

needs to come down here and be discussed ... so it's not just there to there to there, it's top,

middle, talk with bottom, go back to middle, discuss it again, then back to top-it's dynamic

rather than just top to bottom. (Transcript 12)

He clearly recognizes and accepts the hierarchical nature of secondary schools and the

concentration of ultimate decision making powers at the top of the pyramid. He is equally

clear, however, that the actual implementers of change must be properly informed in order to

be able to'intemalize'the new requirements.

Others shared this view. One teacher described a situation in a former appointment where the

principal announced that staff members who did not attend meetings for implementingthe

principal's [necessary] change initiative would have their salaries docked. The consequences

of such authoritarian leadership were unfortunate:
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This sort of coercive, top down thing rendered the place almost dead in the water '.. There

were really good people in the school, but there was no continuity of leadership, there was no

organizational memory across the different faculties and areas of teaching and learning in the

school. (Transcript 22)

He concluded, aptly: 'You can't push a rope, can you!' Similarly, a science teacher

acknowledges that many teachers understand that change is necessary, but the 'hard thing is

how change occurs' especially when 'it is forced upon them' (Transcript26). Again,

commenting on numeracy courses she had attended (and perhaps on strategies applied to her

'resistor' colleagues), another teacher made the point:

People aren't dumb. I think, for one thing, if it's, "You will do this!' then you have them two

steps behind you because they come in with the attitude-and I have seen that at numeracy

courses where there has been a couple of people that you can tell were there because the

school had told them to ... and sometimes it takes them a long time to think properly and

sometimes they don't even come. So, it's a bit like the students. If you force them to go they

mumble and grumble and, yeah, they will do it, but they're not going to enjoy it. (Transcript

t4)

In some instances, there were suggestions that the processes of investigation, consultation and

decision making were smokescreens for a pre-determined outcome. One teacher (a'resistor', it

should be observed) said:

We did have some PD sessions in which we listed various different things we'd like to see, but

the actual-when it came to the formality of the document that was produced, we didn't have

the full group together; it was done more individually, and a lot of the things were taken from

otherpublications that, perhaps, other schools had used. (Transcript 34)

Similar doubts were raised about the authenticity of the early phases of innovation in the other

school, too
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I'm not quite sure who voted for the lvfYP, but I don't think it was the senior staff. We did have

a vote. I think a lot of people voted against it, and yet we're doing it anyway. (Transcript 11)

Teachers were inclined to draw comparisons between differing approaches to innovation they

had experienced in close succession. A science teacher, for example, described the workload

involved in copying practical work of her students before it was sent overseas:

We had to photocopy everything, and the high levels had sixty hours of prac, so fot those who

were selected I had to photocopy ... about ninety experiments ... and then, of course, they

were in sleeves, so I had to take them out and take out the staples . .. this sort of administrivia

is just so exasperating ... I would have spent about nine hours just at the last part of it ... but

there were thirteen hours in preparation after school in the week before, and that's apart from

all the ongoing things you are doing. (Transcript 46)

In contrast, the time spent on Dimensions of Learning was deemed acceptable:

That wasn't the diffrcult one to take on board at all-nebecause it made sense from the start

and reinforced a lot of good things that we were doing and, you know, strengthened our

resolve to continue, and so we found new pathways. (Transcript 46)

Making a similar comparison, a mathematics teacher reported:

I just don't think we've been given the opportunity to get anyway near the time to actually be

comfortable with [the MYP] and to actually go with it ... it's just been too rushed ... whereas

ffor Dimensions of Leamingl we had all those meetings ... every staff member, and in small

groups with [the project leader] ... and go and do your homework. We had one full day of PD

[for MYP] and a couple of half mornings since, and I just don't think it has worked. I mean

people are busy enough as it is, and because really we don't see that we own it, I think it's

struggling. (Transcript 20)
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Experienced teachers appear to be saying that worthy, but complex, initiatives may fail if

change management strategies are inadequate, that is to say:

o if the stages of introduction and investigation are flawed or incomplete;

o if decision making is not open and honest;

o if implementation is hasty and not founded on teachers' thorough understanding

and acceptance;

o if consolidation is not supported;

o ifprogress is not evaluated.

3. PROVISION OF LEARNING OPPORTI.]NTIIES

If, indeed, learning is 'the process through which experience causes permanent change in

knowledge or behaviour' (Woolfolk, 2001, p. 596), it seems essential that projects aimed at

altering both teachers' understanding of their educative role and their teaching strategies

should be conceptualized as individual and institutional learning. Teachers interviewed during

this investigation did not use the word'learning'to describe their experiences, but they did

speak of sitting down and discussing 'how we teach and why we are teaching in that way ."

sharing teaching practice' (Transcript 2) or of sitting down and talking to people and saying,

'These are some of the [new] ideas. How do they fit into your curriculum area2' (Transcript 3).

The notions of informal conversations about refinements or extensions of methodology are

typical of teachers' preferences. They may not, however, cover more than a nÍurow band of

requirements, for these teachers-like the trainee teachers described in Chapter Four--could

be distributed along an involvement continuum from rejection to enthusiastic commitment. It

is likely, therefore, that the nature of the learning process suited to enthusiastic supporters of

an innovation will differ from the approach that better meets the needs of those who are less

committed. Such appears to be the case with the teachers who took part in this study.
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Assimilators. The teachers in the D Category (the group who described their change

experience as predominantly assimilation) presented in interview as forwardlooking

professionals whose prime concern was for the successful learning of their students, and who

were confident of their ability to cope with new ideas. Typical of their attitude was the

English teacher who asserted:

I have a philosophy that to be a good school teacher you have to be open to change, and you

can never say, 'Well, I don't need to change anymore', and I try to have each year some

professional development. (Transcript 2I)

She then pointed to an external course in film study, regular reading of her subject

association's journal, visits to school.com and continuing discussions with colleagues and her

head of department as conduits for maintaining the steady flow of new ideas that she pnzed'

Furthermore, she was alert to feedback from her students, notably when she read her Year

Nine students' letters of thanks to a visiting poet who had obviously impressed them:

I got them to write a letter to him. I've got 28Year Nines and I would think 26 said, 'You told

us, you helped us, you showed us what to do. You didn't just walk in and say, "I want a

poem", which is what normally happens'. So,I thought, 'Well, while I'mproviding models for

almost everything else, I'm still not doing it for poetry', so with my Year Eights I have done it

quite differently-you think you've got it covered, and then the kids will tell you that you

haven't. (Transcript 21)

References to the continuing search for new ideas recur in other transcripts in the D Category.

The presence of two school colleagues at an external course in teaching middle school

mathematics was seen as especially valuable (Transcript 14). A science teacher attributed his

constant refining of teaching approaches to multiple sources of new ideas: internet sites,

books, his own reflection-prompting journal notes, and especially observation of, and

discussions with, many colleagues (Transcript 25). Perhaps the classic description of
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assimilative learning came from the English teacher whose description of his induction to a

new appointment has been cited in Chapter Five. After commenting that he deliberately

linked new information to what he already knew, and used the vocabulary of Dimensions of

Leaming to express his revised understanding, he continued:

... so things like complex reasoning processes, that sort of thing, I rearranged them and put

them in . . . Now, as I'm more familiar with just how things tick, and what's expected of me and

how I sit in the school, I can look at Dimensions of Leaming more productively and see

actually what this means for my Year Eleven class, because I know what they're like. At the

start of the year it was all--everything was so hypothetical, so up in the air-as an

experienced teacher you sort of back off. You say, 'I just need to see what this is like before I

can really understand how I am going to use this, because ultimately that's what we do-how

can I use it. (Transcript2z)

'With metacognitive insight, this teacher describes two phases of assimilative learning, one to

make sense of novel ideas by incorporating them into what is already known, and the other to

perceive how the recently reshaped theory can be applied to specific contexts. Perhaps this

explains why other'assimilators', although lacking the insight of their colleague, have

emphasized the twin activities of seeking new ideas and obtaining practical hints.

Some risks, however, are attendant on the collaborative approach to assimilative learning.

Two examples-one from each school-may serve to illustrate the potential for innovations

to falter, even in seemingly favourable circumstances.

One of the central activities in the Inclusive Teaching Strategies Project at School A was the

publication of a resource book. Representatives from nine areas of curriculum worked in

small groups to provide the first draft. Acknowledged on the title page for their contribution

to the content were seventeen members of staff, one of whom reported:
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Iwaspartofthat...fouryearsago...thatwasabigthing,too...Wefirstidentifredwhat

skills they needed to leam in that work and then tried to write them down in some sort of order

... [The project leader] was trying to sort of actually get what we did in each of the sciences so

that she could put it down to help her students, (Transcript 28)

The resulting publication is well regarded both by the staff and beyond the school's

boundaries. The process that produced it was intended to heighten awareness of the special

needs of all students and to share relevant strategies from existing practices, as the transcript's

'get what we did'emphasizes. In context, the process was appropriate and successful but, as

students'comments suggest, it may not have influenced non-involved teachers. The inclusive

strategies initiative probably should, itself, have been more inclusive, as well as presenting

more strongly the basic principles that illuminated the practices that employed individual

strategies. Moreover, because it encourages sharing of what already exists, the process is

unlikely to transfer well to a situation that requires teachers to take up novel approaches. A

more demanding innovation would seem to require heavier concentration on establishing

novel ideas and making them operational.

In the second school, there was a glimpse of another difficulty. It surfaced eady in the

interview with a young mathematics teacher, who was explaining that the mathematics

department took care to distinguish inductive from deductive reasoning. When asked about

the origins of this emphasis, she replied:

I think it emerged in two ways. Firstly, it is a specific aspect of Dimensions of Learning' Two

of those dimensions are ind,uctive lcnowledge and deductive loøwledge, but also it fits very

well with my head [of department], and with those people I teach with, as just good practice,

and so it's a bit sort of chicken and eggish. (Transcript 11, my emphasis)

Now, Dimensions of Learning proposes five different dimensions (or types) of thinking that

are characteristic of successful learners. Dimension Three addresses the thinking that helps
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learners extend and./or refine their knowledge, and offers eight specific reasoning processes

that might be used as resources for extension and/or refinement. Inductive reasoning and

deductive reasoning are two of the eight processes recommended as ways of promoting

Dimension Three thinking. It is difficult to tell whether the emphasized clause in the quotation

from Transcript 11 immediately above signals a carelessness in the use of language, or a

misunderstood or idiosyncratic version of Dimensions of Learning. Whatever the case, there

appears to be a substantial digression from the intentions of the program's authors. More

importantly, a suspicion is aroused that even highly supportive and very able teachers may

carry inaccurate understandings of the new theory. Such a situation, especially if repeated in a

number of cases, may point to a flaw in the innovation process, rather than to individual

human failure. Five similar instances will be identified in the 'assimilator' and'resistor'

segments that follow. Most significantly, there seems to be evidence for a science teacher's

assertion that teachers are slow to take up innovations:

... because teachers have got to face the problemin the classroom ... try this as an analogy.

It's a bit like sending poorly trained, poorly equipped troops to fight in the trenches in the First

World War ... The analogy I'm offering is that the teachers are not fully prepared, they don't

go in with a program or a planned series of activities. They have gone in with a half-baked

idea in their own minds with a few tricks with some vague idea of the end point .. ' They are

not properly trained. (Transcript 17)

Accommodators. There were four experienced teachers in the Y Category. As discussed in

Chapter Five, the coÍlmon factor in their interviews was the sense of challenge, sometimes

crisis, that precipitated a re-examination of their own practice, followed by the adoption of a

new practical theory. The severity of the situation ranged from what was inherently a

structural and administrative challenge for supporting the learning of all students, to the other

extreme of an intense professional and personal confrontation. The former required a
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reasonably direct solution; in the other three cases, teachers were tumbled out of their

'comfort zone' (Transcript 12).

The science teacher returning to secondary schools after five years in industry and adult

education is a revealing case. The need to adjust his teaching practices was urgent and

insistent. His new school:

... was certainly different. It was not just, 'Here is the information. Give it to me'. It was more,

'You entertain me and you make me enjoy it'.

Did that seem to be a crisis for You?

For me, yes, because ... I had to re-evaluate what I was doing quite dramatically'

What did that re-evaluation involve?

A couple of things, I guess. First, I had to think whether I really wanted to do this ... I had to

really make up my mind whether I was going to follow the secondary path again or try and

look outside, which would probably mean ... going somewhere else ... and that's when I

decided to stay in the secondary area... It was obvious that what I was doing wasn't going to

work so I had to change. The first question was whether I was prepared to change, and

obviously I was, but then I had to figure out exactly how I was going to change to fit [the new

situationl, because there were still certain educational criteria that I felt needed to be addressed

in terms of what we were teaching ... It was the delivery method that I had to look at . ' ' and I

was prepared to be more flexible and, I guess, take off the blinkers. (Transcript 12)

Within a year or so, he reached the school that was implementingDimensions of Learning,the

Middle Years Program, and Information Literacy Across the Curriculum, and found himself

in a situation which offered an alternative pedagogy and the strategies to apply it. A series of

steps can be discerned in this account of change. First, the teacher recognizes severe

dissonance between his customary teaching approaches and the new work context. The
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anxiety generated by such a high degree of disequilibrium prompts him to question his current

practical theory of teaching, and when confronted with the inadequacy of the theory, is forced

to decide whether to change or not. The decision is influenced by the intensity of his dilemma

(in this case, student behaviour will not allow him to persevere with his existing

methodology) and by non-educational factors (particularlY, his unwillingness to move to

another city). V/ith the decision to change made, he must now address the question of how to

bring it about. Fortunately, the new school's professional development program offers some

starting points but, in the main, he has been left to deal with the difficult early stages on his

own. When asked whether another person could have assisted him, he commented:

I think in this case it was more going it alone. I had people that could support me in whichever

direction I chose, but I had to make the choice from the crisis that occurred.

Would it have been helpfuI if there had been someone in the school who was available to talk

through the options?

Before I decided that I was going off in that direction, it could have been, but it would have

had to have been somebody who could recognize where I was at the time and see what I

needed, because I didn't at the time. So, it couldn't have been me going to them saying, T-ook,

this is what I need', because I didn't see it. It needed to be somebody else who could come in

and say, T-ook, this is what's happening' ... somebody who knew me or knew the situation-

somebody, I guess, that I'd be prepared to listen to as well. If it was somebody else who came

in, I may not have taken it. (Transcript 12)

The case for a trusted, tactful and perceptive mentor has been made cogently-so, too, has the

case against insensitive personnel management approaches. It is interesting that the teacher

looks back on his career crisis with calm understanding-'I think I'm more open to change,

¡sw'-¿nd the recognition that there may come times when it is necessary to 'precipitate

something':
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It doesn't have to be rfforld War Three, but it needs to be something to shake somebody from

their comfort zone and say, 'Well, if you stay here, it's not going to work. If you're prepared to

go this far, then you're going to get that much benefit out of it, while if you stay here, you're

going to be left behind'. Just something to provoke and to get the person thinking outside of

the routine. (Transcript 12)

A simitar account of theory change is found in Transcript 47 where the mathematics teacher

comes to terms with a graphics calculator. He experienced the same sense of crisis when

established practices were overturned by new technology, and different priorities emerged' In

away, the decision to change was made for him as the Head of Mathematics put the

calculator into his hands, but the situation was no less daunting. The difference lay in the

presence of a mentor who could advise, challenge and encourage:

I had a lot of support from [the head of department]; he obviously spent a lot of time working

with it himself before he introduced me to the notion and then I spent a lot of time with him,

but I also did a lot of reading and jumped on the Internet . . . I grabbed as rnany resources as I

could from the Internet and then Ijust played and I played around with it and played around

with it, and went back to people who knew more than I did and really questioned it-so, there

is the first process of actually getting familiar with the calculator. (Transcript 47)

The second step was at least as important, for it coupled the newly-won calculator skills with

therea\ization that priorities in teaching had shifted from process skills to understanding the

answers they provided, and then applied that knowledge to actual units in the mathematics

syllabus:

The second process was a lot more difficult and took me rnany, many hours and that was: 'If

we're going to use this calculator in the classroom in a constructive way in which students are

going to get something from it and at the same time understand their mathematics, rather than

just use it as a tool to process equations or whatever, how are we going to do it? That was a far
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more difficult process. The writing of units of work which enabled students to think and learn

and understand about mathematics was far more difficult. That, I found, took me rnany' rnany

hours to work through, just for one unit of work-just Inany, many hours to work through how

I would design this unit, what sort of exercises do I want to put in, and at the end have they

really gained what I was looking for. That was a far more difficult øsk, I found. (Transcript

47)

The concluding five lines of this extract portray some of the time-consuming and difficult

learning in which the teacher was immersed, and show, too, the confidence and sense of

achievement that accrued from it. More generally, the whole incident demonstrates how

valuable it is to have a trusted mentor on hand, and how vital it is that a new theory be

translated into specific syllabus-oriented and student-focused activities by the practitioner

himself or herself.

These attributes were not present for the other science teacher in Category Y whose story was

also told in some detail in Chapter Five. The crisis provoked by the conference on

constructivism was much less intense than the two previous examples, but she, too, grappled

with the sense of mismatch between the new theory and her customary practices. She returned

to her school as an advocate of constructivist teaching and learning in science, and set about

modifying her methodology to incorporate more frequent group work in laboratories not well

designed for that activity. However, as the comments in Chapter Five about her Year Nine

disease project indicate, the detailed advice offered in Dimensions of Learning (a concurrent

and school-wide constructivist initiative) about developing meaningful tasks for students

appears not to have informed her planning of the project in question. One explanation of this

situation might lie in the fact that, while she was encouraged to write articles and make staff

meeting presentations about the focus of the conference, she was left on her own to convert

constructivist principles into classroom reality and there seemed to be no structured attempt to

help her forge connections between her conference and the Dimensions of Learning program'
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In short, there was no school-based follow-up organized to maximize the benefits of her

conference attendance. The school's focus remained locked on the larger picture and did not

shift to the location in which the innovation would take effect.

Resistors. As attention shifts to the five experienced teachers allocated to the N Category, an

attempt will be made to infer what influences rendered ineffective (for them) the

learning/professional development opportunities that were offered.

As became clear in the corresponding section of Chapter Five, one of these teachers had

become interested in Dimensions of Learning andhad enjoyed the tertiary-tutorial-style of the

small group meetings (Transcript 20). He was quick to acknowledge, however, that he had not

committed to a fuller study of the program. He agreed that he had not converted his initial

interest in the differences between procedural and declarative knowledge into applying the

two discrete learning strategies defined in the Dimensions of Leaming teachers' manual'

Despite some embarrassment and self-deprecation, he does perceive that the source of the

difficulty is his own success in PE, sport and mathematics.

He has come to view learning in his subject area as the memorizing and application of a series

of steps in a process. Quite appropriately, he has attached importance to the internalizing of

procedural knowledge. His own sporting skills and his preferred method of procedural

learning seem to have been cemented by success into a strong practical theory of teaching-

so stfong, in fact, that it distorts or overwhelms incoming ideas that are incompatible' The

tutorial groups (five meetings that each lasted about an hour) were discontinued before the

new and disruptive ideas could take hold, mentoring was available but not compulsory, and

the question about applying Dimension Two strategies was not asked until the interview for

this investigation almost six years after the launch of the Dimensions of Learning initiative.
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Evidence ofthe blocking effect of a potent, established practical theory can also be found in

the four other transcripts in this category. In Transcript24, a science teacher makes it plain

that he is a'traditional person', who takes seriously his obligation as a teacher to maintain his

directing of students' learning while modifying methodology to meet the nature of each

particular group of students. His own professional priorities appear to have shaped his

response to the issues associated with middle schooling which, as he says, have had'probably

not a real lot' of impact on his teaching of Year Nine science. His contributions to assessment

discussions at the senior level betoken his interest in the administrative aspects of teaching,

while his opinion that students bring a mindset-'you know, the sort of Sesame Street mould

tthatl ... makes it impossible for any real learning, I believe, to take place in the conventional

way [and that] there's a time when the students have just simply got to 1ryeJlç'-¡sveals a

strong undercurrent of traditional views about education.

Again, in Transcript34, a resilient practical theory can be detected. Here, a mathematics

teacher asserts the primacy of course content and the need for it to be sequenced correctly. He

observes that discussions about:

... the use of technology, the use of applications, investigations, practical activities lhave]

always been around amongst mathematicians, especially at conferences, but lthere is] the

reality of how much you can do in the classroom, given that maths is very content oriented ...

There are logical sequences in which you learn things. There's a limit to the things you would

like to do and can be done in the time. It comes back to efficiency. I guess that's where I come

from. (Transcript 34)

Lata.¡ in the interview, his comments on the difficulties posed by long (ninety-minute)

afternoon lessons repeat his concern to cover the course:

I suppose there are times when you have to practise and do the'doing stuff' To maintain the

concentration that long, I could break it up by doing a lot of fun and games and practical
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activities, but I feel I'm not getting through the key ideas that need to be learnt to be able to go

to the next stage. (TranscriPt 34)

It seems that he, too, maintains the view that "real" learning only occurs when he is "teaching"

in the traditional manner, and that student activities are mere'fun and games'-thereby

sharing his colleague's dismissal of such classroom activities as the Sesame Street games of

pre-school children.

In Transcript 48, the science teacher experiences the, by now familiar, concern that valued

content has been displaced from the syllabus in order to accommodate interdisciplinary units,

and questions the authenticity of the innovation: 'a lot of the stuff is things we've been doing

for years, and continue to do'. Moreover, his own preference for direct instruction is clear.

'When facing the need for both IT skills and a blueprint for applying them in class, he looks

for someone 'who's going to teach you to use it properly':

I found it very uncomfortable ... that there was no set time put aside to say, 'OK, as a Year

Eight science teacher you are going to have to teach data bases. We'll take you all out of the

system for half a day and we'll go through and make sure you understand how to teach it all,

here's how to teach it, away you go'. (Transcript 48)

Of interest, too, is his expectation that students in the vocational stream he regularly teaches

will baulk at any attempt to label tests as embodying Dimensions of Learning approaches,

assuming the test to be irrelevant and/or too difficult for them. The tendency to place a low

estimate on the capacity of students to deal with higher level thinking skills is noted also in

Transcripts 34 and24. Similarly, in other members of this small goup there is a trend towards

depicting the current innovations in their schools as semantic conjuring. As one put it:

I think it's just the language. I think the whole thing-what gets me is the whole system-we

actually go round in a circle, really, and we come back with different labels. (Transcript 34)
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The origins of attitudes like these can be discerned. The English teacher's genuine admiration

for his teachers, 'the models that I grew up with', is a powerful influence:

Some of my teachers ... were inspirational ... and one of the regrets of my life, I suppose, is

that I've never assumed the same familiarity with text that some of those had ... they didn't

need to take their copy of Macbeth or Hamlet to class with them because they could perform it

ad lib. (Transcript 19)

powerful role models, in combination with successful practice within an earlier paradigm, are

more than a match for inadequately motivated and implemented opportunities for new

learning.

One final thought in this section arises from the reporting by two of the teachers in the N

Category that they had experienced a milder version of the Y style of change in earlier years'

thus confirming their current practical theory. This prompts speculation about the number of

times that human beings can profit from significant upheavals of this kind.

4. ROLE OF TIIE PROXIMATE GROUP

In the complex life of the secondary school, teachers participate in a number of groups-

academic, pastoral, co-curricular, financial, promotional, industrial and so on-but, for most,

the closest relationships and most frequently shared times and spaces are to be found in

association with the subject department in which they teach. It is scarcely surprising,

therefore, that most of the experienced teachers interviewed during this investigation

indicated that the faculty group was the location in which they would achieve pedagogic

change (Transcript s 2,3, II, 12, 14, 17 ,20,2I,22,26,28,35, e' 46). They were able, also, to

provide specific insights into a range of inter-connected and complementary factors at work.
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Intellectual stimulus and academic focus were seen to be significant benefits' One teacher

contrasted his experience in a former school where there was 'constant pressufe ... to deal

with things immediately and quickly' with his current situation where he found 'a far more

intense level of discussion, concern, interest in content, and ... some anxiety . '. about how

teaching and learning worked in or underneath or in concert with content ... and tension

between delivering the content and teaching according to ideas of learning'. He concluded, 'I

view these things and engage in these conversations with interest' (Transcript 22). Another

teacher commented:

I work with a group of people who are on the cutting edge and like to keep themselves that

way ... [they] have no problems with me coming in to work on a Monday morning saying,

'Hey, I've just invented some geometry', and we can discuss it and they don't think it's weird. I

think that one of the joys of teaching is that it's academically stimulating. (Transcript 11)

These two examples demonstrate how the proximate group can spark debate and sharpen

understanding of principles and goals that in turn shape classroom activities. Other teachers

identified their faculty as the group in which more specific learning could be achieved. A

science teacher understood that one person might have the vision to lead the innovation, but it

is difficult for one person to achieve effective communication with sixty or more people. He

argued that it is easier to deal with 'small pockets' within which there is a 'champion' of the

innovation. If the focus is a revised pedagogy, the faculty is the best unit for change

(Transcript 12). The way such an approach can be made to work is outlined in Transcript 3.

The whole staff had already heard presentations about broad strategies for inclusive teaching.

Then a grant provided replacement staff to allow the staff specialist in this area to engage

representatives from various faculties in a'small professional development activity':

The idea was that we would begin the process of change from within, so teachers felt they

could do something to change the way that we were teaching students ... I was able to talk



258

more specifically, and teachers gave me some of the content that they tried to deliver, and we

tried to model that into some of the inclusive sftategies. (Transcript 3)

In combining revision of principles with direct coaching in the application of those principles

to nominated units of work in the teachers' own subject area, this approach signals powerful

learning opportunities for teachers. The learning becomes even more potent when the groups

are restricted (as they were in the instance cited) to two participants with the mentor. In less

formal circumstances, it may be possible to achieve a one to one ratio that links teacher with

mentor in conversations that test understanding and clarify misunderstandings or doubts

(Transcript l7), or share information and hints with a colleague teaching similar classes

(Transcript 26). As one Put it:

I have learnt more this year about teaching English (which is what I've been wanting to do for

a long time) than I have in years, to be honest ... We talk about what we do all the time and

it's endlessly interesting and it's a lively, sometimes fractured, but productive faculty on the

whole, and that's where I wanted to be ... I think that if we were looking at training and

development-looking at how we get teachers to think-it's by having a really lively, not

necessarily subject-based faculty, but some sort of an arrangement like that because, let's face

it, most of the business you do during the day is over a cup of coffee, or talking while you are

marking, or avoiding marking, or something like that. That's where you do your business a lot

of the time, and that's when I think I do a lot of my productive thinking-I know the others

dewe sit around and talk about how we approach this, what we do with that, and [Head of

Departmentl has an intellectual range of knowledge in subjects that we constantly learn from,

and I think that's ideal. (Transcript 22)

It is becoming clear that teachers choose to work in their proximate group, not just because

they are comfortable with friendship groupings that develop there, but because that is the

prime location for such important ingredients of professional growth as relevance, motivation,
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opportunity and leadership. In addition, the pooling of ideas generates a larger pool of

resources than one teacher could ever create:

I am able to discuss different approaches with my colleagues, and because they have come

from different backgrounds and different schools of thought, amongst us we can come up with

several different approaches to presenting any particular concept. (Transcript I 1)

Another transcript notes the contribution of new knowledge and skills that younger teachers

can bring to an established subject department:

They are deliberately appointing younger people ... and of course they have a whole new area

of expertise ... they may not have some areas of expertise that I've got but it's very

complementary, I'm finding ... so we have a very nice time because thete's really wide respect

for what everyone is bringing to their teaching. (Transcript 21)

There is more, however. Collegiality, at its best, doesn't ignore different ideas proposed by

colleagues (Transcript s 34 & 17), nor does it just encourage mimicry of another's work. The

point was well made when a science teacher described his interaction with a younger member

of the faculty:

[Name] wants to talk, wants to share. He is open; he takes an idea and runs with it . '.

Sometimes you feel as though you are dropping water into a sponge, but with [name] you're

getting feedback. You're not just getting a reflection, you're getting a processing of the ideas,

and an amplification of the ideas so that you feel ... he's gone way beyond where you were'

and that's great. (TranscriPt 17)

Furthermore, collaboration in the proximate group begets confidence and risk taking. A

science teacher involved in drafting inclusive strategies for her subject commented:

When we sat down and were writing [the strategies] and developing science programs at the

same time, it gave me confidence that I wasn't completely out on a limb. There were other
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people in different faculties trying the same sort of stuff, and because the students were getting

used to seeing the same words or the same methods ... it gave me a lot of confrdence that I

could try something. (Transcript 28)

It might also be noted that, in addition to enhancing the confidence of both students and staff,

this is the context in which intra-faculty codes are likely to be developed. Furthermore, this is

probably the best situation in which (as one teacher described it) 'colleagues and coordinator

can erode away' particular cases of resistance to change (Transcript 35). It is also one context

for celebrating success:

Actually, one of the big things this year is the work that [name] and I are doing' Between us'

we have three Year Eight classes, so \rye are writing tasks and adapting them' When I write

something for my class, by the time the second class is done, it is changed-which is not a

good thing-but it is really good for us because we share the same office " ' and we come in

after a lesson and say, 'You should have seen ...' and T-ook what this kid did', and things like

that. That's a big thing-actually seeing what is being done and seeing that, yeah, that was

worth all the hours of blood, sweat and tears. That's a big thing! (Transcript 14)

There are no signs that teachers are merely tinkering at the edges or being self-indulgent,

when they advoc ate aîemphasis on learning in the proximate group' They are, in fact'

describing the context in whích the broad brush strokes of the introduction of an innovation

are refined into the fine detail of the finished product, or to put it more bluntly, they are the

means by which big ideas become operational'

Nevertheless, the proximate group is not always successful, particularly íf the school climate

is as negative and defensive as was recalled in one former school with some despair:

I speak with some bitterness, I suppose, but it was depressing. There was a barricade mentality

prevailing where tenured staff were threatened by everything and they were drawing their

wagons in a circle ... and that was one of the greatest obstructions that I saw. (Transcript 22)
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Again, the success of faculty-based innovation is compromised if only some members of the

group are involved. Of the six mathematics or science teachers interviewed in one school, two

(Transcript s 24 and34) were present for the initial whole-staff presentations, but did not take

part in the faculty's course writing-probably, by choice, in one instance, and because of

other, extemal committee responsibilities in the other-and, consequently, both had only a

tentative grasp of the innovation.

In the two schools, another criticism of the working of proximate groups was that their

valuable influence was cut off well before the learning tasks were completed:

It was fantastic what we did ... but that was it; we had that half-day! We did a few things over

the next few days. I tried this, I tried that, but then it gets lost. Other things happen, you have

your other commitments and it is difficult, it goes by the wayside. But, if you did it more

regularly and actually really focused on the topic, 'Let's see if we can write some sort of unit

plan that we can adapt', and things like that, I think we would be ready to go at it with some

sort ofconcrete plan rather than giving ideas. (Transcript 14)

Even when several meetings were scheduled in a planned sequence, they were seen to be

inadequate

It's a general criticism of a lot of professional development programs-sometimes successful,

sometimes flopping presentations at the start of the year or term-that not much follows on

from it. We tried with Dimensions of Leaming to keep some sort of follow up, and I think that

those reflection groups were the most critical things-it was a useful idea-but we didn't

sustain it [and] it wasn't made compulsory. (Transcript 17)

Other comments suggested that a useful extension to faculty-based discussion and course

writing would be the opportunity to see a colleague teaching part of the revised unit

(Transcript 11) as a prelude to more, and more insightful, 'professional discourse' (Transcript

2). Concern was also expressed that newcomers to the staff would not have shared in the



262

powerful learning experiences that led to current teaching practices, and that without a careful

induction progr¿rm, they might unwittingly contribute to a diluting of the original innovation

(Transcript 28).

The proximate group may, therefore, be seen as the essential forum for growing and

sustaining pedagogic innovation, not only because every aspect of the change eventually

devolves onto those who must make it work in the classroom, but also because the subject

department in the secondary school is the most organically appropriate group to assume these

responsibilities.

5. LEADERSHIP

Teachers'comments about leadership were infrequent and tended to focus on extremes of

leader behaviour. The principal of one school and his innovation team were applauded in one

interview for the encouragement and impetus they provided to the innovation in that place:

I think time and commitment from the hierarchy are what's made it work. I give [the Principal]

an awful lot of credit ... because he really did put it in the major league. He said, 'Look, it will

happen; we will make it work. I don't see how we will make it work, but we'll make it work',

and that was important. His deputy's commitment ... was critical' Having people there who

you could bounce ideas off, who could energize, who could focus, who could crystallize-

those people were critical' (Transcript 17)

Two heads of department were specially commended for their subject knowledge, their

understanding of the wider context in which schools operate, and their capacity to

communicate, challenge and enthuse. Speaking of conference attendance, one teacher

commented:
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When you have a head of department like [name] it's always, \Mhat a wonderful idea; off you

go'. It's never, 'Do you really want to go to this? Are you sure it's going to be valuable?'It's

never questioned, and that's vital. (Transcipt2I)

Speaking of his faculty leader with an enthusiasm that may even escape the printed word,

another teacher observed:

lName] has been changing the emphasis for a number of years, because he's seen what's going

to happen with mathematics ... He loves students to be investigating mathematics, to write

about mathematics, to talk about mathematics, to explore mathematics, and so the work has

changed considerably ... and students are encouraged to become far more independent

thinkers. (Transcript 47)

Simitar tributes were offered to the Approaches to Learning Coordinator (Transcripts2 &' l4),

and to the leader of the middle schooling initiative (Transcript 35). Note should also be taken

of the informal leadership roles that emerged within faculties when a teacher took

responsibility for particular aspects of an innovation (Transcripts 35 e' 47).

Some scattered criticisms of leaders were voiced, particularly with reference to a perceived

failure of a change leader to implement the pedagogy he had been espousing (Transcript 34),

and the abandoning by the head of department of a Year Eight science practical examination,

which seemed to at least one teacher to be a resiling from agteed practice (Transcript 17).

A more general view drew attention to administrative difficulties which hindered the

implementation of the project in hand, and which teachers seemed to think could have been

averted by different decisions in the leadership team; this matter will be taken up in Section 6

that follows. Nevertheless, teachers appear to have been largely content with the performance

of their leaders-their expectation being that leaders would, on one hand, show what was to

be done and how it would be achieved, then encourage, emporwer, model, coach and reward.
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On the other hand, leaders were expected to protect their staff amidst the vulnerabilities of

change, through such management avenues as monitoring workloads, minimizingtime

constraints, eliminating inequities where possible, and safeguarding the project itself.

6. ADruSTMENTS TO SCHOOL STRUCTURES AND PROCEDURES

Managing a large secondary school-even in the most settled of times-requires a careful

balancing of multiple, frequently conflicting, pressures. The task becomes increasingly

complex and hazardous when the normal activities of a school are overlaid with the disruptive

processes of pedagogic change. One teacher caught the intensity of the task in a most apposite

image:

There was an analogy . . . that I heard a number of years ago ...It was the one about repairing

the jumbo jet in mid-flight-you've got to keep the plane flying while you modify. I think

that's the situation a lot of administrators in school-a lot of the people who are involved in

whole school change-find themselves in. It can be fatally problematic, I think. (Transcript

22)

Other teachers may possess similar insights, but it should be noted that criticisms related to

management issues were about four times as frequent in the summaries of transcripts as were

commendations.

On the positive side, some teachers understood that the structures required by the Middle

Years Program, such as the insistence on interdisciplinary units and the inclusion of

Approaches to Leaming in the curriculum, actually encouraged valuable integration across

several areas of the curriculum or fixed the attention of teachers and students on the process

of learning and thereby enhanced existing priorities (Transcript s 2 & 3). The role of

assessment and reporting in improving student learning was also acknowledged (Transcript
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22), aswas the capacity for new, longer lesson times to promote reviews of customary

teaching approaches (Transcript 28)'

The criticisms, however, go to the heart of innovation. Teachers are the ones "repairing the

jumbo jet in mid-flight", and they report significant difficulties, chief of which is an excessive

workload.

An English teacher described her marking schedule at length. It is important that it be cited

here

I must admit, by the time I've done my marking, I don't really want to chat about anything .. '

This year I've got 44Yeal. Twelves, and they wouldn't put it into three classes and other

people have got 13 lin their class]. A colleague was just staggered the other day because he

ended up with some drafts to give back to students. They were creative writing so at this stage

of the year lTerm Four] I tell them I will point out grammatical errors in the first paragraph

and that's it. Then I will just do the, you know, 'I think this doesn't seem to fit' or whatever,

and so it was very lightly drafted, and he was amazed. He said,'Do you do this to every

piece?'and I said'Yes, and in a lot more detail'. And I said,'Well, to get44 marks in my mark

book, I really have to mark 88 drafts, and some of them will pass up more than one draft, so

that is very depleting. That is why I teach 0.8 because I can't teach five English classes. I just

get sick-it's too hard to do properly ...

There's one teacher here who won't take a homeroom group, because he teaches Year Elevens

and Year Twelves-well, whoopy poop! So don't we alM went into the photocopy room and

they'd left a test-it was Year Eleven, multiple choice-so you didn't have to rcad a sentence'

But, not only was it multiple choice, they had then put-say there were twenty questions-so

vertically we had the twenty questions and then, you know, A, B, C, D, E...so they didn't even

have to-. When you're tired, that gets a bit thick and you think, 'Hmm!' (Transcript 21)

She goes on to point out that she 'marks most nights' and at the end of the first semester had to

write fiargely at night] an extensive report on every one of her students, a process that
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intemrpted her teaching, and left her'exhausted'. Heavy workloads like this are not

uncommon and their effects are hostile to innovation. A mathematics teacher told how his

workload expanded with little warning:

It wasn't long after Dimensions of Learning started-am I using this as an excuse? I don't

know-but it wasn't long after we started Dimensions that we decided, 'Oh, we're going to do

the IB'. Well, that was me; I was IB maths, so I suddenly had to look at the Year Eleven and

year Twelve IB course, and I hadn't taught a lot of that before, and so, honestly, my time-my

free time-had to go into, 'Right, this is what you're supposed to be doing'. So if I'm supposed

to be at that end of the senior school, but our focus was on making stxe Dimensions was

working in the junior land middle] school, I mean, you can't be in two places at the same time'

(Transcript 20)

Like the English teacher, he found the exigencies of daily classroom work were consuming

what little time, and perhaps more tellingly what reserves of energy, concentration and

creativity, he possessed. He felt that the continuing demands of each day's classroom routines

kept him simply too busy to address the larger picture of innovation. Others said much the

same: 'Time is more and more our enemy' (Transcript I7); 'Teachers have got to have

reflective time, they've got to have time to talk' (Transcript 24);'There's no time to do things

well enougþ-1rys'1s busy on sport, the co-curriculum, school camps, as well as teaching-the

pips are squeaking' (Transcript 22,Fie\dNotes). A science teacher listed her actual teaching

assignments-seven subjects to teach, with two of them being new courses and the IB class

combining a standard and a high level in the same room, together with pastoral and co-

curricular duties-and she commented ruefully: 'I just simply don't have time in the twenty-

four hour day to do all that is demanded of me' (Transcript 46).

Another science teacher with additional responsibilities in pastoral care pointed out that some

parts of his day were predictable and could be planned, whereas in others 'there was always
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the unknown every day ... and then you can basically forget about your teaching for the rest

of the day and maybe the next day ... You always have to be super organized' (Transcript 26).

He makes the point that, even with a slightly reduced teaching load, he finds it difficult to

maintain a creative approach to teaching. He also reminds us that teachers have a personal life

that is often constrained by teaching preoccupations:

It's not like a nine-to-five job ... where you can turn everything off and come back in the

morning. Teachers are always thinking about ... tomorrow, because stuff there is always

happening ... They've got families to deal with, they've got partners, they've got all those sorts

of things, too. (TranscnPt26)

The impact of a heavy workload on the capacity to innovate is well demonstrated by the

teacher who, challenged to createunits of work that maximized the benefits of a graphics

calculator, became so absorbed in the challenge that he found himself:

... working outside of hours and ... at home [because] a lot of thinking went into desiguing

the units ... It was a new tool and it was a fairly exciting pathway that mathematics is going to

take and it does change the focus considerably. It did become a bit of a hobby, yes' If it was

going to be successful, it really had to become that.

Then, he accepted responsibility for residential students

That's why in the end, half way through this year, I had to give it away' I just didn't have the

time any more ... just to give the thought that was needed. It does require a lot of thought to

design units of work which are suitable for students, and whereas I was able to have that spare

time on weekends last year, here a weekend is just another day ... I didn't have the time to

give it the rhought that was needed ... Time is a big thing in designing work. (Transcript 47)

When prompted to consider whether it was quality time that was needed, he agreed,

reminding the interviewer that much of his planning had been done at the weekend and:
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... not feally at the end of a busy day-you know, ten o'clock at night when you need to be

sitting down and perhaps relaxing. So, that's the difhcuþ; it's not just time, it's when yo]u

actually find the time. (Transcrrpt4T, his emphasis)

One of his colleagues in the mathematics department summed it up: 'It's quite exhausting to

be innovative. It's much easier to stick with the tried and true [which, it must be said, she

didn'tll (TranscriPt 1 1)

No other issue drew the same degree of attention as was accorded to workloads and the time

required to complete essential duties. This situation looms as a major concern for leaders of

innovation. Nevertheless, other relevant topics were taken up by teachers, and their

perspectives are summanzedin the remainder of this segment'

Largeclasses were identified as a problem, not merely for what they added to teachers'

workloads (Transcript 2l), but because they promoted impersonal interactions (Transcript 28)

which were inimical to the kinds of collaborative, student-focused learning activities that were

being encouraged. It was believed that administrators made choices that sometimes were

based on financial rather than educational factors'

Some management decisions were thought to have intemrpted valuable peerJed programs of

innovation. Examples include the development of units of work by a mathematics teacher

until he transferred to a position requiring much more out-of-hours work (Transcript 47),

leadership of small groups focusing on inclusive strategies being excluded from professional

development time because of tasks accorded higher priority (Transcript 3), and invited,

innovation-focused presentations being relegated to the bottom of the faculty meeting agenda

when ,five o,clock had come around and everyone's sitting on the edge of their seat and ready

to move out'(TranscriPt 14).
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There were suggestions, too, that accountability measures such as the Middle Years Program's

documentation of syllabuses and assessment procedures spawned paperwork and intensified

workloads for disputed gains (Transcripts 28 & 19).

Matters of simple effectiveness were raised. It was pointed out that one English teacher who

had joined School B at the beginning of Term Two, did not receive her introduction to

Dímensions of LearniLrg until the beginning of the following year (Transcript 21) and by then

it had been reduced (possibly, on financial grounds) from the original two days to a scarcely

adequate and shared morning session (Transcript 22). One of the major management tools, the

time table, was also mentioned, because teachers in School A were required to move from

room to room throughout the day and did not have the option of setting up a more or less

permanent teaching base with appropriate resources and ambience (Transcript 28).

Teachers were conscious of the efforts of administrators to pursue innovation until a

successful outcome had been achieved. For that reason there was criticism of the apparent

failure to provide teachers with sufficient time and instruction to enable them to teach the

components of Information Literacy Across the Curriculum that had been allocated to them

(Transcript 48). There was also dissatisfaction with a situation that allowed changes of course

and teaching allocation to occur so frequently that it became extremely difficult to consolidate

any gains from year to year; the prime case of this related the experience of a science teacher:

The¡e's been a myriad of changes. In fact, I worked out that in my first seven years here '. ' I

will not have taught the same subjects two years in a row. My first year, everything was new

because there were new ways of doing things here, so that's fine. The followinEyear,I had the

IB physics, so I had to incorporate that. The following year was the second year of the

diploma which I hadn't taught before, so I had to incorporate that, plus the Year Twelve

syllabus changed, so that was yeÍu three. Year four is this year where MYP has come in and it

was last year where ILAC also came in. Next year that's going through to Year Nine and that's
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going to go though to Year Ten. So, in the seven years there hasn't been an opportunity to

consolidate at any point because of the changes that have occurred. It's the way it's gone.

(Transcript 12)

7 . STUDENT II{VOLVEMENT

In every transcript of the eighteen interviews with experienced teachers, there are genuine,

professional expressions of concern for the well being and effective learning of the students

they teach. There are, however, few instances of teachers drawing students into discussions of

the learning theory embedded in the innovations thought to be occurring in the school.

A few teachers made a point of sharing insights into learning. The mathematics teacher

experimenting with the application of graphics calculators to problem solving indicated that

he would recoÍtmend a cautious approach:

I think in the initial stages I'd be working with them ... and telling them basically the type of

methodology you're going to use ... This is what we're going to be trying to do and this is why

we're doing it. We believe that it is good for these reasons, and that you'te going to be better

for having been exposed to this style. I wouldn't labour it, but I certainly present it in such a

way that people understood exactly what you were trying to achieve and why' (Transcript 47)

Another mathematics teacher described how she taught her students to use inductive and

deductive reasoning, explained the purposes of testing, and encouraged them to maintain a

mathematics dictionary (Transcript 11). These activities may have been syllabus

recoÍtmendations, but they were actually implemented with her classes.

A science teacher, fresh from her conference on constructivist learning declared:

I certainly worked through it lconstructivism] with my students and talked to them about it to

influence their learning right from the beginning of the year .. '
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Chemistry can be a confused mass of facts unless they can see the underþing patterns, and I'm

always fying to help them to see that-using flow charts is one method I use-and constantþ

harping back to other parts of the course where there is overlap, just to remind them to see the

length. Also I remind them ... that they all learn differently, and I think they should be aware

of that, as well, and learn the best way for themselves. (Transcript 46)

As in the two previous examples, this teacher also seems hesitant to proceed too far towards

fostering a fully metacognitive student experience of learning: 'I don't know if they want to

know about this, they just want to know how they are going to get easy results' (Transcript

46).

Other teachers referred, with some pride, to their recently acquired practice of allowing

students a degree of choice of topic or mode of presentation, or an increased use of group

work that entailed instruction in the skills that promote effectiveness in the group. It was a

rarity, however, to find a teacher providing explicit direction, for example, on making

effective use of higher level reasoning to solve authentic problems. Even more conspicuous

was the absence of insights into how students might profit from what is currently known

about human learning. On the contrary, teachers seemed surprised or embarrassed at the very

mention of such a toPic:

Do students nowadøys lçtow more about the learning process itself?

I wouldn't have thought a lot. No, I wouldn't have thought they'd know a lot about the process

of leaming-I just haven't thought about it a lot. I'd probably need to think about that one .. ' I

mean, a lot of the kids have the attitude, 'Tell us what we've got to know and we'll tell you

what we know and then let's get on with real life' . "

How overtly do you help your stud.ents to understand why they are learning a particular thing

in a particular way?

I don't think I have ever done it consciously, and I don't think I have done it. (Transcript 24)
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This conversation took place in the school that had asserted the importance of empowering

their middle school students, so that they might be actively involved in their own learning,

make choices about their own learning activities, take part in open ended enquiry, and be

regarded as thinkers who could make significant contributions in the classroom. In the same

location, teachers said: 'They only want to know how to do something, rather than why'

(Transcript 34) and 'Oh, yes, I think the students expect you to stand out the front ... Year

Twelves are shocking for that-they don't think they've done any work unless they have

copied some notes from the board' (Transcript 28).

In the other school, which had attached a premium to fostering student thinking as the basis

for learning, the same tendency to underestimate the maturity and intellectual competence of

students was to be found. One teacher was certain his class-not one of the 'strong groups'-

would reject any suggestion that Dimensions of Learninghadrelevance for them (Transcript

48). Similarly, the exchange that follows seems to crystallize the gap that can exist between

teachers and students:

How often do teachers these days stop and talk to their students about what they are doing?

How ofien d.o you get a chance to talk to your maths students-how was this-didwe get it

right-what wouldyou have liked-how could I improve it next time?

Oh, I don't think I ever do that, unfortunately, no. (Transcript 20)

8. CONCURRENT INNOVATIONS

Like many other secondary schools at the beginning of the twenty-first century, School A and

School B were responding to a number of calls for action.

In School A, the establishment of a middle school in 1993 had promoted a focus on the

successful learning of each student from Years Six to Nine. Appropriate structures were put in

place, and much work was done both to define an appropriate curriculum and to describe
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preferred pedagogy. Within that initiative, the existing withdrawal program for students with

learning difficulties shifted its activities to the general classroom where support for all

students was promoted and strategies for inclusivo teaching shared' When it appeared that

there was a close fit between the school's own planning and the International Baccalaureate's

Middle Years Program, the latter was implemented in 1999. Thus three lines of development

were appearing in the school during the last decade of the twentieth century: the articulation

and application of middle school principles; the promotion of inclusive teaching strategies;

the adoption of the Middle Years Program and its attendant requirements for documentation,

assessment and accountabilitY.

At School B, as the next phase of an established professional development program to

encourage continuing refreshment of methodology, Dimensions of Learning, a model for

applying modern cognitive research to students'learning, was progressively adopted from

1995. In subsequent years, a cross-curriculum plan for all teachers to embed futures

education, computing skills and information literacy within their syllabus was launched in

IggT,the IB Diploma was introduced into the Senior School in 1998, a middle school was

established, and the IB Middle Years Program was explored and ultimately abandoned in

2002

In both schools, care was taken to identify and emphasize the common elements that

integrated the various initiatives. In School A, in a strategic move, the learning support

teacher became the Approaches to Learning Coordinator who suggested:

The learning support pfogfam was effectively the Approaches to Learning program without

having that title until it came along, so in fact when we implemented the MYP, it was a fairly

easy transition for me. The benefit was that it placed Approaches to I-earning and effective

and explicit teaching at the core of our curriculum officially. (Transcript 3)
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As it turned out, the situation became mofe complex as other demands for professional

development time crowded in: 'You used to have lots of time for PD; now there are so many

other things to do that we are all scrambling for a place at times'. Other teachers working

towards a new pedagogy found the same problem of access to the few time slots provided for

staff development. Commenting on the availability of extended sessions during student free

days, a mathematics teacher said:

I think, technically, there are four but two are for subjects like mandatory reporting that have

to be done. We were hoping to have one next term where [a colleague] and I could actually

spend half a day ... working with the faculty, but we're not sure what's happening' We were

hoping to get two of the four, but it's still not a lot. (Transcript 14)

It is not only the scarcity of (and competition for) professional development time that is

generated by the existence of multiple projects. The very business of dealing with several

innovative projects, on top of maintaining a full teaching, pastoral and co-curricular

assignment, brought a workload that many described as excessive (Transcripts 11, 12,17,19,

20,2I,22,2g,46,47 & 43) to the point of denying to individuals the energy and quality time

for innovation. Furthermore, the view from one classroom in School B warned that

exaggeration of the overlap between projects (and, therefore, the comparative ease with which

innovation might be achieved) might breed resistance:

Then Dimensions gotstarted ... you needed to give it time to bed down, and then ... Futures

rolls up, so you're going to be focused on Futures as well, which you could say, 'oh, it will fit

very nicely into Dimensions, andthen there's ILAC which will fit nicely into Dimensions', and

that was how it was explained all the time, and the last straw, perhaps, was the MYP where

their Approaches to Learning or whatever-'Oh, that's our Dimensions'' They keep on

justifying that'We're not actually asking you to do any more'. Well, you are! You are, and

what it's really saying to me, the person out there at the chalk face, is that none of these things

we give great importance to ... I would have thought something as important as Dimensions of
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Leøming should have been something that was a focus-and nothing else-if you really

wanted to get it up and running, to really change the culture of your teachers, you'd have given

that time to happen. (Transcript 20)

At the faculty level, there is another dimension to the problem of concurrent innovations.

While the schools themselves were working towards school-wide changes, state-based

curriculum committees, examination bodies and subject associations continued to amend or

redesign syllabus or assessment requirements. Teachers referred to challenges posed by the

introduction of a film component for English Studies (Transcript 21), 'two new courses' in the

sciences (Transcript 46), and the introduction of the graphics calculator in mathematics

(Transcript 47). Even if compatible with the school's own initiatives, these changes made

strong additional claims on teachers' attention, and-if located in the publicly examined

¿u'ea-were mandatorY.

Further, an interesting but rarely described by-product of multiple innovations was described

by one teacher who pointed to the anomaly of planning extra topics for inclusion in a course

(a component of Information Literacy Across the Curriculum, for example) while promoting

events such as work experience, outdoor education camps and excursions thus breaking the

continuity of the staple activities of secondary education and requiring special coaching for

the absentees on their return (Transcript 46). This was not a questioning of the worth of

additional activities, but it did bring to mind yet another, unforeseen, duty for teachers.

Finally, a mathematics teacher poses another unintended consequence of multiple

innovations:

At the moment, everyone is getting together to talk about what topic we are all going to teach

at the same time [to facilitate an interdisciplinary unit]. Given that we have limited resources

... and that we set all our Year Eight classes such that we can have some sort of movement

between the classes, we can't all be doing the same thing at the same time. That means that if
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you then go and say, TVell the MYP says you all need to do this at the same time" the plans

are mutually exclusive ... I mean, what is the focus? It was the lHead of Department's] idea to

put them all together based on what he sees happening in maths education. Should he not put

them all together because it won't work if you try to do IDUs? He's got to make a decision

there, doesn't he! (TranscriPt 20)

Arbitrating such a dilemma is a considerable challenge for decision-makers.

B. HEADS OF DEPARTMEN1

Conversations with the six heads of department ranged extensively over the terrain of

pedagogic change. In fact, a preliminary list of topics included 54 entries, 37 of which were

mentioned by only one head of department, thus emphasizing the distinctive character and

context of each subject department involved in this study'

It was possible to collapse some of this diversity into broader trends and categories that

provide the major content for what follows, but a number of singular observations from astute

leaders in unusual circumstances will be included where relevant. Section One reports the

factors identified by heads of department as supporting their role in the school-wide

innovation. Section Two deals with those factors perceived by heads of department to be

barriers to innovation.

1. BRIDGES TO INNOVATION

It might be noted here that heads of department occupy an ambiguous role in the hierarchy of

a typical, large secondary school. Their authority as curriculum leaders confers on them

considerable influence in programs of pedagogic change, for they work very closely with their

subject teachers and ca:ry a teaching allocation only slightly less than their colleagues. An

intimate, egalitarian, subject-focused style of leadership is part of their life. As one put it:
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We socialize together. People come to my place. We go out sometimes to have brealf,ast or

afternoon tea ... we visit. we talk shop all the time because we like talking shop' we swap

books that we've read. (Transcript 18)

Within the structure of the school, however, heads of department share with pastoral leaders a

position somewhat less in status than the management team who report directly to the

Principal, who cary a broader responsibility for, say, the school's total curriculum, and who

are involved in mapping the future direction of the school as distinct from the subject

department. Heads of department are the captains rather than the brigadiers and generals of

the teaching force.

Because of their own skills, their status in the hierarchy, and the nature of their work, heads of

department seem to fall almost automatically into a management mode that is collaborative.

They know 'change is a state of mind' (Transcript 45) and that they have to help teachers 'get

their head around'the new ideas (Transcript 25). The task inevitably is to help teachers make

the theory of the big scheme operational in their own classes. They know that they must

engage their staff in active, meaningful learning (Transcripts 18,25, 29,32,36 e'45)' Within

these parameters, there is scope for a variety of approaches'

In the English departments, where pedagogy had already anticipated many of the middle

schooling and, Dimensions of Learning ideas, and where many teachers seem to have been in

the .assimilator' category anyway, the learning took place both formally and informally. The

formal venue often was the faculty meeting:

I like to think ... we ate constantly asking teachers to look at their values '. ' I do that, for

example, occasionally at the beginning of faculty meetings, asking people' 'What have been

your high spots this week? what have been the low spots?' It does a few things' socially it

includes everyone, gets rid of frustrations, but it also makes clear to each other what's

important and what the values are. Sometimes we do it more formally,like, TVhat's the subject
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English?'because in English it really is a constant debate over what constitutes English'

(Transcript 18)

Informal learning occurs when teachers socialize (as described above), before and after school

hours and, especially, during non-contact lessons when 'not much marking gets done, but a lot

of professional contact and sharing of ideas' occurs (Transcript 18). The exchange of ideas is

not only a matter of gathering recipes or blueprints, but of accessing the principles embodied

in the practical details, too:

We still get a lot of swapping ... Sometimes we say' 'What do you use?' and we say, 'Oh' gee'

can I borrow that? so there's a lot of swapping around of things that work. There's a whole

array of ways of thinking and finding things that work. (Transcript 32)

Much of this activity takes place within the faculty, or in subsets of it, but it is reinforced by

attending workshops, publishing papers' and attending to one's own creative writing'

In mathematics where data gathered for this investigation suggest that higher levels of

resistance to pedagogic change are likely to be encountered, and where a very resilient

collective code attaches a higher premium to the application of processes, heads of

department tend to adopt a different approach to manaþing innovation. Sharing strategies and

writing new units would appear to be counter-productive activities when individual teachers

have not yet been able to revise their own practical theory. Instead of collaborative course

writing, therefore, the heads of mathematics decided that, counter to prevailing wisdom, they

themselves must write the new units and distribute them to staff for implementation:

I find now that when I write a test, I write it under the criteria of the MYP ... I find that is

making me take a much closer look at what my students know and don't know' and what their

strengths and weaknesses are.

Are your colleagues travelling the same path?
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They are because I'm passing-we're passing-around what we are doing' That's been good'

ls there a lot of shnring? Or do you have to do it all?

I,m doing the majority of it at the moment, I guess, but there is sharing. That's only from a lack

of confidence, with people not knowing what to do. It's not an unwillingness to be involved " '

They want to see what they have to do and have something to work from' (Transcript 36)

In the other school, too, the Head of Mathematics recognlzedthathis colleagues wanted a

model to follow, but he was less sanguine about their capacity and willingness to adopt new

approaches. He had concluded that teacher development would best be achieved in the less

than ideal situation that prevailed in schools if he distributed new units that he had written:

Now as a faculty they do trust the stuff that I churn out. They just walk in, pop it in front of

the kids, and they develop on the fly. So, while they are flying through, trying to get their

heads around what I've written and how I'm trying to get them to present the stuff' they're

developing in the classroom. (Transcnpt2í)

To allay any concern over such a seemingly high handed approach, it might be noted that

Dimensions of Learning,withits emphasieon five different types of student thinking, had

been a professional development priority in the school for nearly six years at the time of

interview, and the distributed units were reinforced by frequent and intensive conversations

with individual teachers about the aims and effectiveness of that unit:

You don't have meetings. You get to [name] at six o'clock or to [name] at twelve o'clock on

Sunday when you happen to be here together and you get to [name] and [name] separately'

You just work individually' (Transcript 25)

He was only slightly troubled by the thought that teachers might not initially have understood

the educational rationale for what they were doing with their students:
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... you put it in a form that they can understand that it's a bit of work for kids to do, and then

you put it in front of them. And they will understand the theory through the work' (Transcript

2s)

Alongside of this approach, the record should show the Head of English at School A

presenting the exactly opposite view: 'It wouldn't work if we had our ¿urns twisted behind our

back. Nobody will ever teach successfully from somebody else's program' (Transcript 32)'

Most tellingly, however, the head of mathematics at School B made the point that, despite all

the macrocosmic documentation that might be circulating, for each of the innovations being

pursued in the school:

... it's the same story. No materials exist-anywhere-So you have to invent your own " ' It

has been, largely, 'Let's produce the materials that will ensure that we are doing those things

that we want to get out of this without having to spend three hours preparing it for themselves'

Now that's not an ideal way to do it, but it's ø way to do it. (Transcript 25)

The heads of science seemed to steer a middle course between the mathematics approach of

using real classroom tasks to promote a revision of pedagogy and the English teachers' use of

ideas and professional conversation to formulate new units of work. Perhaps the explanation

lies in the fact that heads of science in these schools had a less homogeneous group of staff-

some being constructivist in orientation while others maintained more traditional approaches.

At School A where traditional approaches to teaching science were well established, the head

of department was aware that pedagogic change is inevitably a difficult process:

you can't get a teacher to stop teaching one day in a certain method that he's been teaching for

ten to twenty years, and the next day to start teaching in the new way' This has been a gradual

process, and it's still ongoing' (Transcript 29)
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He believes that many teachers look for 'tangible examples' of how to move from one

methodology to another, and recommends more release time for shared writing of new units

'if you want something to actually happen', even though (as he points out) that can be

expensive for schools unaccustomed to the larger budget allocations for development found in

industry.

The situation in the science department of School B was probably easier. Here the whole-of-

school focus on pedagogy was stronger and the science staff more attuned to innovative

methodology (Transcript 45), and the sense of direction (for some of the program) clearer.

The Head of Science had regular faculty meetings and half day release opportunities available

to him for refining the shared understanding within the faculty. He spoke, too, of using both

structural and professional development strategies to provide collegial support for some staff

who were encountering difficulties:

We have a couple of staff [who are uncomfortable with teaching the computing components

allocated to sciencel. I've ... allocated staff to Years Eight and Nine that are comfortable with

IT. lName] is one who hasn't been particularly comfortable with it, so we've had to help there'

It's going OK, but the group hasn't had the same sort of exposure. It's something we're awale

of and can only be overcome with professional development and suPPort'

Is that a one-to-one situation?

It boils down to that, yes. Fortunately, three or four of the faculty are absolutely mad on IT, so

they are developing resources which we share and use. (Transcript 45)

One of the major aspects of this head of department's role is leading his team towards

consensus about dealing with the new tasks confronting them:

The other thing, of course, is having the time to sit down with staff and work it through. It

can't be a presentation-'This is what we're going to do'. We have to talk it through and work

o[lt how we,re going to do it. Every member of the faculty has a priority and value to add to it
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... It's only a group of nine people, but you get nine different points of view, every one valid

and adding value to the program. So, having made the presentation, we go u*uy fo' another

week and try and put it back together. You may go through that process two or three times

before you come up with something people are comfortable with. (Transcript 45)

Against this background of collegiality and consultation, it is interesting-but not

unexpected-to note the unanimous preference amongst heads of department for a structure

or mechanism that placed outside of the department the obligation to implement. Speaking of

how she rallied her colleagues to the task of rewriting the syllabus for middle school English,

the head of department commented:

People have to accept responsibility for the change if they are going to be willing to

participate in it and be effective. So, you have to try and have people on side, and often in the

end it's the inevitability of it. It's got to be done, so how are we going to do it? It's got to be

done by this time, so how are we going to organize it? OK, we'll do Year Eight this term, Year

Nine next term. By the end of the year we'll have Year Ten finished and we'll be there '..

Sharing the load is the way we've tried to take it. (Transcript 32)

In this instance, the team leader pointed to the consultation process that had preceded the

decision to adopt the Middle Years Program and asserted that participants in the process now

were bound to join forces to make it work. In Transcript 18, the Middle Years Progfam,

though regarded with some hesitation, was promoted in the faculty as an opportunity to

intensify collaboration, sharing ideas and team planning. The Head of Science in School B put

the view that sustaining the momentum of Dimensions of Learning:

... was difficult with the busy-ness of day to day routine. If it hadn't been for [the leader of the

projectl I'm sure it would have fallen by the wayside. He was the driving force . '. and kept us

on track. Any school will need that, to overcome the strong tendency to get back into the busy

routine and lose sight of the benefits of the progfam' If you've got a program in place which
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you're slowly developing, that development will taper off and fall back into the old progfam

unless there's a continual push. (Transcript 45)

Some others accepted a stronger intervention. The Head of Science at School A, for example,

explained that progress towards completing documentation of courses had'accelerated

markedly', not necessarily because teachers thought it'was a good idea'but because 'they had

to, in order to meet the MYP criteria':

Our hand is being forced, in a sense ... It's just a matter of getting around to writing up the

changes. That takes time. Inevitably you do what has to be done .. ' You tend to make time

only when someone gives you a deadline' (Transcript 29)

The Head of Mathematics in the same school agreed that it had been necessary 'to force

people, (Transcript 32) to consider new teaching approaches, that they were now 'being forced

to re-examine .. . assessment processes" and that the MYP 'makes them' review stale

assessment tasks, or'at least makes them think about doing that'. In School B, the Head of

Mathematics included amongst the mentoring, professional development opportunities, and

physical resources for changing methodology:

... an accountability structure that reviews teachers' practice every eighteen months to two

yeafs, and that actually has some teeth in it, and says, 'I've given you the time to develop and

you haven't, so, I'm sorry, go and find a job somewhere else. (Transcript 25)

Like all his fellow heads of department, he asserts that there are limits beyond which

collegiality can not go, and-if professionalism and pride are insufficient-some external

impulse must be employed to counter innovation resistance.
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2. BARRICADES AGAINST INNOVATION

All heads of department argued that the greatest barrier to successful pedagogic change was

the lack of time. The Head of science at School A, drawing on his experience in industry as

well as in schools, drew a useful distinction between change procedures in the two locations:

Probably in industry they'd say, 'We're going to have a new cardboa¡d box' and you and you

and you, off the line to learn how to use this new machine. Then, on such and such a date'

you'll take over with the new machine ... Teaching is a classic example for just giving you

more things, but not giving you time to do them ... basically it boils down to, T-ook, go home

and tonight I want you to read this. And then for all the other nights in the next six months I

want you to rewrite all your methodologies and lesson plans'' People say, 'Yeah' that's a great

idea, except that I've got a life outside of school, and I'11be doing my marking at night,

anyway'. (TranscriPt 29)

Schools face the reality that it is expensive, unpopular with parents, and damaging to students'

learning to take teachers "off the line" for any length of time. Moreover, while many

administrative changes are achieved in schools with comparative ease' pedagogic change is of

an entirely different order of complexity from making a Ëox in a new way' The nature of the

task involved in changing the methodology of teachers was well caught by the Head of

Mathematics at School B:

I spent most of the last holidays preparing for the faculty day on the [student free day]' I wrote

a thing called the Stenduser, an activity that's a starter, an ender and an enthuser' I said' 'The

next topic in Year Eight is this, and here's a Stenduser.I want you to do it now'' They sat

down. None of them could do it-for Year Eight maths! I said, 'oK'. They're all going, 'This is

too hard'. So, instantly, we had that block of what those people wefe saying' We've got this big

thing that they don't understand. So, what excuse do we get? Haven't got the time!We had a

day, so we had the time ... I went through it with them, and the penny dropped " ' lname]
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spent a lot of time back at his desk over the next few days because he wasn't quite sure' Most

people still thought it was too hard, but they did it with thefu class. They were surprised to frnd

that the kids could do that stuff! They had to teahzethat, in some ways' as teachers they were

pretty thick. They don't actually understand mathematics very well. They are textbook clones'

(Transcript 25)

These were intelligent, conscientious and successfiil teachers whose individual practical

theories and collective code for teaching mathematics, so formidably shaped by all their

previous experiences, were the actual barriers to understanding the novel task. What their

faculty leader was doing (perhaps without fully realizing it) was inducing an acute experience

of disequilibrium to provoke the revision of relevant schemata and to allow new

understanding to develop. Clearly this degree of confrontation is unsettling, as the use of

'difficult' and'scary'by the mathematics teacher dealing with the graphics calculator

(Transcript 47) would indicate. When, however, accommodative leaming is occurring, it is to

be expected that a high level of discomfort must accompany the revision of substantial and

previously successful practical theories. In addition, new schemata must be developed in

order to facilitate recognition and understanding of new ideas. Both of these processes are

essential. Both are time consuming.

Even if the learning process is largely assimilative, extensions to current ideas, refinements of

practical theory of teaching, and revisions of syllabus, teaching methods and assessment

practices do not occur overnight. The Head of English at School B, talking about successful

strategies for staff development concluded her list:

... and time to do it! Time' That's the key.

Tell me about how youfind time'

I don't! 'We're shortchanged all the time. We find the time informally here, but that's not
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satisfactory ... you need time to seriously consider the curriculum and the whole picture' You

need time to step back and look at that in order for change to happen' (Transcript 18)

In School A the search for time, which was just as acute, drew an informed comparison with

teaching assignments in JaPan:

Teachers really are too busy. When you think a teacher in this situation in Japan would teach

fifteen lessons a week and we teach twenty-five, and they are the same lessons. They have

classes of thify to forty lstudents] and we have thirty, so their load is less. They can't believe

we have so little time. They ask,'How do people in Australia do their preparation, reading and

marking?' That's it. People are always busy. There's never enough time to do your ordinary

work, without taking on something new.

Have teachers been relieved of some part of their load?

No.

Has anything been done to ease the pressure?

Things have just not been done . .. Nothing's been done as far as time in front of a class is

concerned. In fact, our load seems to get bigger each year. I think that's across the board for all

teachers. Our [non-contact] time seenìs to be less' So, I suppose, the things that haven't

happened have been the things the faculty have said they wanted to do " ' We are trying to set

up resource folders for each topic that's taught, and that requires teachers to take more time to

make project sheets and so on, and that has gone off the shelf this year' (Transcript 32)

When asked what she most needed to maintain the impetus for change in her subject area, the

Head of Mathematics at School A unhesitatingly replied:

Time with my faculty to work through issues has been the greatest lack this year. We've really

had very little faculty time to work through how you could write a unit of work under this

program-that's why I've ended up doing a lot of the work myself, because our faculty

meetings have been quite severely cut back this year for various reasons. (Transcript 36)
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She went on to explain that faculty meetings are scheduled for the hour after the end of

lessons on Mondays, and that she could usually expect to hold a meeting most Mondays

during term time. Because 'other things had prioritY" she was able to convene only one

meeting in third term but three in the final term, a situation that was a slight improvement

'even if they do come at the tail end of the year'. The same scafcity of meeting time hindered

the Head of science, too. He observed that, when the original discussions about middle

schooling were at their most intense stage, he was leading a loose coalition of subject

departments. He was faced with conducting meetings in which'three quafters were bored

senseless because not many agenda items involved all of them'; alternatively, he could'have

subdivided and had meaningful meetings [but] that meant I might see a faculty twice a term'

(Transcript 29).

The Head of Science at school B reiterated the importance of time for discussion and sharing,

but he insisted on establishing'an absolutely crystal clear direction' (Transcript 45) so that

discussions were fruitful, relevant and positive. He also explained that the availability of time

was central to the process whereby science teachers refined or revised their shared code for

teaching science:

If you look at the cross section of the staff, you may have new teachers on the staff-they may

be very young, they may have different ideas, different perspectives' It's important to have the

opportunity to come up with a united approach, a balanced approach that takes on board all

those ideas. (TranscriPt 45)

when asked to estimate a minimum time all0wance for science faculty meetings, he

suggested:

We would need at least two lessons a week ... to come up with anything that is substantial and

going to do the job. That's an absolute luxury in this place-you couldn't afford it-but with

that sort of time allocation we could get a solid hour each week and keep the ball rolling' As it
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is, we meet twice a term for probably less time than that as a faculty. As head of department,

you,re always aware that if you call a meeting after hours amongst a gfoup already stretched to

thelimit,it'snotgoingtobeveryproductive.(Transcript45)

The same notion of providing targeted and accountable release time became explicit in

Transcript 25 where successful incorporation of ILAC into mathematics pointed the way

forward for other subject departments and other innovations:

Buy them another teacher for twelve months, which means I can now say to [name] or lname]

next year you,re going to 0.8 or 0.6, and I want you to use that extra time to develop this' And,

if at the end of that time, you haven't done it, I'm going to kick your behind. OK? You've got

the time. Go off and do the job.

They don't seem to have the money to do that. But we have the money to employ an assistant

accountant, and we have the money to employ an IT manager, and we have the money to-

anyway, that's life. There's money to do certain things but they will not come down to grass

roots level and get an extra teacher' (Transcript 25)

Beneath the claims of time poverty, there swirl undercurrents of both a professional and a

personal nature.

Workloads were mentioned in five interviews. Concern was shown, for example, that the

usual load for a teacher of English at School A was six classes, each of about thirty students,

and that in one case, a teacher was responsible for seven classes and two hundred and ten

students:

English teachers ... have huge marking and preparation loads' lName] is a very conscientious

marker of books to keep up with her students. You start to drown in the amount of work that

still has to be done. (Transcript 32)
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What has to be inferred, of course, is that the head of department had a teaching load only

slightly less than this-five classes and one hundred and fifty students-and the obligation to

match her colleagues in preparation and marking, while leading the faculty on subject-based

and school-wide changes. She observed, 'It's very heavy at the moment'' The Head of English

in the other school also commented, almost as an aside, "I feel overloaded most of the time

myself (Transcript 18). The perception of overload was not confined to English. The Head of

Mathematics at School A acknowledged that she was continuing to provide colleagues with as

many examples of units of work as she could, and she still believed in the value of the work

that was being done, but 'It's a lot more work for us. I think a lot of people rccogníze that, and

that's where the resistance comes from with the MYP' (Transcript 36). Another head of

department was blunt in his depiction of the personal cost of promoting innovative teaching:

I,m not playing on this field any more. I'm going elsewhere, because I can't win unless I kill

myself. My two kids now are three and five, and I'd like to see a little bit of them. I think I'm

getting a bit old and tired in some ways. I try and reinvent myself continually to stop that' I

think I've probably been successful at that. It's a bit of a drain nolv, and that's got to stop'

(Transcript 25)

Intertwined with the time and workload issues was the antagonism aroused by having to deal

in quick succession with several innovations, some of which were generated by school policy

decisions, and some-largely unrecognized and unacknowledged beyond the faculty-arose

from subject-related syllabus decisions. In reply to an enquiry about the faculty's professional

development program, the Head of English at School B observed:

Well, I don't think we have a program! I think ïve are constantly driven by other things' We're

told it's MYP this yeÍ[, or it's Dimensions of Leaming now, so you've got to put other things

on the back burner.'We've got some good units written at the time [when Dimensions of

Learning was introducedl which we still use ... and then we're told there's a syllabus change
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here or a new idea there ... I'm constantly directed by forces outside the faculty as to what I

should focus on. I don't have any extra time at my disposal to do those other things.

(Transcript 18)

The view of the Head of Science was similar. The tasks associated with documenting courses

and assessment to the standards required by the International Baccalaureate organization

were seen as reflecting'different priorities' from those applying in Australia, to have been

,time wasting', and 'to have detracted from the kinds of things we're trying to develop, which

had grown out of Dimensions of Learning' (Transcript 45)'

Where it has affected us, of course, is we haven't finished the fust one yet. We introduced a

new text last year at Years Eight, Nine and Ten; that Process alone takes trwo to three years to

get in place. 'We'fe trying to modify that to accommodate some of the approaches of

Dimensions of Leaming, and now we're trying to accommodate that to take into account the

M1.p. It is causing so many worries and so much obstruction ... The kids are OK' They're

sheltered from what we are doing, but the staff-I can't remember them being as stretched so

far as they have been at the moment ... At the same time ... new courses are coming in at

Years Eleven and Twelve for physics, biology and, next year, chemistry' (Transcript 45)

Later in the interview the head of department, while acknowledging that the Dimensions of

Learninginitiative had not been sustained'to the extent we would have hoped', pointed to the

way the Middle years Program overtook the earlier initiative: 'There's no doubt in my mind

that the MYP and its demands have diluted what we were trying to do in our own course

development,. FIis prescription for successful innovation was unequivocal: 'Get one finished

before you start the next'. A colleague said much the same: 'one change at a time!' (Transcript

18)

Other blocking influences were at work, too. All six of the heads of department expressed

reservations about those on the next rung up the leadership ladder. One felt the top-down
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nature of the process had left her 'disempowered' (Transcript 18). Another was irritated that

the work required to implement new units was misrepresented:

Whilst people above us say the MYP or whatever will just take the place of normal

preparation, being perfectly honest, they don't reahzehow little preparation people do and

they don't really accept that most teachers have a cumulative preparation that starts the frst

day they stand in front of a class. (Transcript 25)

In another interview, the uneasy relationship between heads of department and the Principal's

executive team surfaced when the increasing workloads were attributed (in part, at least) to

the proliferation of middle managers in the school's structure, who it was alleged:

... have been given a time allowance to carry out their responsibilities, and they're feeding out

tasks to be done, but it detracts from what we're trying to do in the classroom. (Transcript 45)

The critical stance extends to cover the way in which innovations were introduced. In School

A, the inclusive strategies program was thought to have been 'imposed' and'overdone' and

careless with acknowledging soufces from within the staff:

It was ... imposed because it was "such a great system and everyone should be using it '

Imposed?

Umm. (Pause) Imposed through PD and with the best of intentions, certainly, but imposed'

They,d had a grant to do it, and they'd worked very hard and there were a lot of wonderful

ideas in there-a lot of ideas that people weren't given credit for, because they just happened

to appear, you know? (Transcript 32).

In the same conversation, there was criticism of the change leader's failure to move the

process beyond the introduction: 'We had too much talking at first and no action ... V/e kept

being told, and looking at rubrics, and kept looking at this and that. We weren't doing it'

(Transcript 32). Consequently, later parts of the process were thought to have been unduly
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compressed into what time remained for completing accreditation tasks (Transcripts32 &'36).

The documents defining middle schooling were said to have been developed after'minimal

consultation' and implemented amidst intimidating pressure from the author to adopt them

(Transcript 36). Support for this comment came from a colleague whose opinion was that the

leader of the middle schooling project failed to convince the staff because he discouraged

debate of important issues and proceeded on his own agenda (Transcript 29)'

In School B, the introduction of the Middle Years Program appears to have been sadly

mismanaged, when two influential heads of department make such bitter attacks as are quoted

here:

First and foremost there's got to be ownership of the innovation' The MYP is the classic

example. We went through the process of having collective meetings where staff were brought

along. We discussed at length the implications and it was put to a vote' That vote strongly

said, ,No. we don't want the MYP for a number of reasons'. The staff were quite adamant that

the MYP was not where we wanted to go.

The decision was made that we would have the MYP. The decision \ryas made by the school's

administration-quite rightly. That's why schools are not democratic institutions. The decision

was made by the Principal and his executive-but that caused an immediate barrier' Staff

didn't want it; the administration did. That was a huge error. (Transcript 45)

The second account of this situation refers to a different context, but leads toward a similar

conclusion

They'll start to use [the MYP] because now they've got a stick' ffyou don't tick off these

criteria, the IB's going to get angry. It's not [the Deputy] or [the Curriculumleader] getting

angry-they don't have to be the watchdog any more ... And the MYP brings with it its own

constraints that are going to scfew positive pedagogic process' But, it's a stick' and on paper it

will look great.
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So we lthe curriculum committee] go from having a meeting " ' where I was given one MYP

maths book and asked, \Mhat do you think?' I assumed that was all there was. And we voted to

say, ,yes. That seems oK, if we get the time'-which was not delivered on. And then, all of a

sudden, other documents start to appear, like how you should report and assess' And suddenly

it,s criterion-based recording and assessment. Hang on a minute! Whoa back! (Transcript 25)

Heads of two subject departments depict an introduction that seemed to have misused the

democratic process and was so prone to suspicions about the motivation and methods of

management that 'ownership' of the MYP by the staff and their curriculum leaders ìwas

improbable. A year or two after the interviews were conducted in School B, the decision to

adopt the Mddle Years Program was rescinded'

To this point, issues common to many or all interviews with heads of subject departments

have pointed to four major barricades against pedagogic change:

o lack of time for essential faculty-based professional development activities;

o excessive workloads;

o multiple school-wide innovations that exacerbate time and workload concerns, and

intemrpt subject specific development;

o lack of confidence in more senior managers'

Other issues, taken up by only one or two faculty leaders but deemed worthy of mention in

this context, are now summarized'

The combination of inexperienced, diffident teachers and restless, uncooperative students

leads almost inevitably to the refuge of traditional teaching and, thus, the stalling of

innovation in such classrooms (Transcript 29).Teachers themselves are often reluctant to

change their well-established methods of teaching-sometimes because experience has

persuaded them that one innovation will soon be overtaken by another: 'Not more writing!'



294

(Transcript 32Þ-sometimes because they feel threatened as decades of carefully established

resources and expertise become redundant: 'If something works and you're having success

with it, why would you stop using it?' (Transcnpt32). Administrative factors-resources,

classrooms, timetable affangements, assessment requirements, reporting styles and

schedules-if not adjusted to new circumstances can be strong conservative influences

(Transcripts 18 & 29). Perhaps the most chastening comment gave prominence to a head of

department's sense of isolation; deprived by her position on timetable lines of joining her staff

at times when many of them had non-contact time, and in the absence of any formal system of

feedback and suPPort, she rePorts:

I don,t feel I get a lot of support as head of department. I don't feel anyone knows what I do or

sees what I do or evaluates what I do. I've asked for evaluation, but there doesn't seem to be

any time to do that. So I go on, and I really thrive from the odd remark, 'Oh, the English

department is doing that well' or 'The English department did that fust'' These are my little

positive feedbacks. No one lets me hear any nasty comments-I don't hear the negatives' But

that,s what I feed on-these little comments from colleagues and members of other faculties or

Board of Studies. I would like more encouragement in order to bring about change and have

the courage to do what I would like to do' (Transcript 18)

C. CHANGE LEADERS

Teachers in this category had responsibilities for the management of one or more of the

change processes in their school. Four came from School A and five from School B' Five of

the nine leaders were women. Two people from each school were involved in the wider issues

of school management as members of the Principal's executive team, while the others-two

from School A and three from school B-were drawn from the staff to hold ad hoc positions

which had a school-wide rather than a subject department focus.
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Naturally, the concerns and priorities of these nine people, as revealed in their responses in

interview, differed from the more tightly focused comments of heads of department' Most

notably, only one pefson in the leadership grouk-and from the second or staff tier' at that-

mentioned the need for new units appropriate to the new pedagogy to be created in-house' nor

was there wide acknowledgement of the methodology and resources that would support such

activity.

Within the leadership group there appeared to be consensus over the issues relevant to their

responsibilities, but interesting differences in the priorities assigned to each factor and their

perceived implications emerged between the management tier and the staff tier of leadership,

and between schools. These differences will emerge as, first, the facilitators of innovation

and, then, the barriers perceived by change leaders are described.

1. BRIDGES TO INNOVATION

Unlike teachers and heads of department whose attention often went to practical

considerations, ail change readers spoke about the principres that informed their own efforts to

promote innovative teaching. The senior participant from each school was the most explicit

voice for basic philosophy. From School B came the view that every innovation, indeed'

every activity of the school, should be underpinned by a clear and shared ethos:

We really need to ... confirm what our fundamental philosophic approach to teaching and

learning is, and we have this become part and parcel of the culture of the school' so that

teachers understand it, students understand it and that it is our sole purpose for being here'

(Transcript 7)

This basic principle is seen in practice at School A when employment policy was being

determined:
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We spent-I couldn't even think of how many hours-we just t¿lked philosophy ' " just

working it all through and arguing and fighting and articulating and testing. Fromthat point on

... it was clear what we were looking for' (Transcript 4)

In this interview, the change leader also makes the point that the time taken for extensive

discussion is rewarded later in the process when understanding and commitment are brought

to bear on practicalities:

It took us five years to get to the point where we could say with confidence, 'Yes' We will take

on the Myp' and I don't think if we did it any other way it would be successful. We are

watching schools ... a few years ahead of us in terms of the moderation process ... struggling

because they went in so fast ... but our staff are saying, 'Help me to work out how to deal with

this'. There's no fundamental resistance, and there has not been since we began this process'

(TranscriPt 4)

Other leaders from the management tier sought to emphasize features common to Dimensions

of Leamingand the Middle Years Program rather than the differences that were so distracting

to some teachers (Transcript 8), or to promote 'a mind set in the school'that saw inclusive

teaching strategies as good methodology'accepted as, "OK. This is the way we should go" '

(Transcript 23).

Those in the other tier of leadership tended to focus on the strategies for achieving innovation'

In School A, one concentrated on working closely with small groups on an authentic task as

together they developed a handbook of strategies for inclusive teaching (Transcript 10)' The

other worked with colleagues in the writing of units in such a way that they would be

templates for learning, not'chapters out of a book', the emphasis being on processes and

skills, with content regarded as valuable but not all-important (Transcript 1)' In School B' the

Dimensions of Learning specialists saw their role in the change process as coaching or

mentoring to promote what one variously described as 'infiltration' or'osmosis' (Transcript
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39). They understood that heads of department were 'crucial to success' (Transcript 16) for

they were the people who could'spread the word" (Transcript 39). Facing a more difficult

assignment, the MYP Coordinator described somewhat different priorities; she was more

intent on ensuring the program was promoted as fulfilling perceived needs of students

(Transcript 37), andthat infrastructure was created to sustain the innovation.

In short, all the change leaders talked about how change might be achieved; it was not

unanimity, however, but a kind of productive complementarity that operated in the teams' In

this area, there seemed to be no significant differences between the schools.

The other issue common to all interviews was frustration that implementation was such a

ponderous and uncertain process. The managers had their own explanations for this situation'

One suggested a list: age, natural conservatism of teachers, laziness, individualism'

territorialism, insufficient team building, lack of collaborative skills, fear, flawed

implementation plans, inappropriate structures and inadequate leadership (Transcript 7)' His

fellow managers would probably have agreed with most of that list, for they too sought some

mechanism that would ensure wider adoption of new ideas. It was argued that some process

for external accountability was essential (Transcript 8), and that a crisis moment-such as

might be occasioned by performance appraisal-might be essential in cases where teachers

were unable to demonstrate compliance with school policy. Advantages were also seen in

using the Myp's structural affangements like Areas of Interaction and interdisciplinary units

to compel collegial discussion. One view in the other school was that changes to assessment

practices would provide 'huge impetus for [pedagogic] change in the school'because 'You

don't really change anything unless you look at how you assess' and some people had become

,entrenched with the old assessment procedures' (Transcnpt23). A colleague had clearly

experienced similar difficulties, but advocated a non-negotiable template for teaching practice

(Transcript 4) reinforced by a process of staff appraisal with the option to say to 'people who
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are refusing ... to change ... You don't belong here, because this is what we really want [for

our students]'

All four managers wanted management tools to ensure compliance. Amongst the staff-based

leaders, opinions on this topic were divided. Disappointed with progfess on the Dimensions of

Learninglqiddle years Program initiative, two believed that some of their colleagues wers

ignoring policy statements and curriculum requirements. One explanation was that teachers

only partly understood the initiatives and, because they were misinformed, had become

confused and negative (Transcript37).The other view was that some teachers insist on

preserving their independence at any cost. The example is cited of a subject department in

which:

... two or three members of staff want their own little autonomous plot, and want to do it their

own way. It's creating huge problems because you have kids coming through from one year to

the next, and instead of having completed the total proglam for Year Eight or Year Nine'

they've got little holes ... Whatever was supposed to have been built on those holes in Years

Nine, Ten or Eleven can't be sustained. (Transcript 39)

Thus, two staff-based change leaders lost confidence in their colleagues. One recommended a

gentler staff appraisal scheme than a manager might have proposed:

I don,t think it has to be in the summative mode. I don't know that your pay or your job need

be tied to it, but I certainly think we should have some kind of appraisal whereby people were

really called to account to show they are really committed. If they won't, then there should be

some ,way we can get alongside them and identify people who have a particular issue and

work with them on that issue. (Transcript 37)

The other change leader, sceptical of claims about professionalism, autonomy and

collaborative processes, argued for greater oversight by heads of department of the teaching
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performance of their staff to ensure curriculum obligations were met (Transcript 39)' These

suggestions were not supported by the other three second-tier leaders'

The staff-oriented view of change was that compulsion was unnecessary. One made the point

that, in her area of responsibility, 'people were bringing about change because they honestly

could see it was going to work'and there was no need to 'force people' (Transcript 10)' She

commented later that she had observed schools in which pfessure had been exerted to

implement elements of a middle schooling program' but the outcome had been'a disaster

because teachers say the right things and then shut their door'' Her advice turns towards a

learning experience based on collaboration on authentic unit development supported by

funding, release time, and other resources. There was strong agreement with this approach

from the third of the leaders in this group,who described the enhanced understanding and

stronger collegiality that emerged from professional development activities at residential

weekends

It can be seen, therefore, that even within the group of change leaders there is diversity of

opinion about the strategies to be employed in a change proglam. Again, there was little

difference between schools in the range of opinions presented.

Four additional topics were raised in four or more interviews with the nine change leaders'

First in this category was the value of promoting an ethos of collegiality, consultation and

discussion as a positive context for innovation. This view was expressed by six leaders in all'

Two of the four from the management tier are included here, one (from School A) because he

strongly advocated in-house research as the essential precursor to any decision staff might be

invited to help make about middle schooling (Transcript 4); the other (from School B)

because he clearly deemed collegial discussion across subject boundaries so important for

student learning that he welcomed the mechanism of interdisciplinary units in the Middle

years program to ensure that such discussions took place (Transcript 8). Leaders from the
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staff tier defined different benefits. They saw that effective learning of new approaches and

skills was most likely to occur when a small group prepared to teach the next unit in their

course-both proximate gfoup and proximate task seem important. There was much to be

gained from their personal involvement in collegial discussions; they were members of a team

working towards a common goal rather than an intruder from the hierarchy (Transcript 37),

they were available to gather feedback and clear up any misconceptions thereby forestalling

effors and reducing vulnerability, they could model new approaches and maintain positive

attitudes (Transcript 39), and as they moved from group to group could foster a cascade effect

within the school (Transcript 10). In both schools there were variations between the

approaches of management-based and of staff-based leaders. Without underplaying the role of

management in the introduction of an innovation and in maintaining momentum in later

stages, it appears that mentoring of colleagues by proximate leaders is a valuable aspect of the

implementation and consolidation phases of change'

Two management-based and three staff-based leaders spoke about leadership itself. One-a

manager-put the view that the school and its leaders had to have 'strength, because the

inertia to stand still is huge' and should show 'the political nerve ... to step up and say we afe

going down this pathway' (Transcript 4). This, he suggested, might require a clear

specification of what is required for students' learning experiences and-more controversially

-what 
is not. Another person from the management group did not refer to his own role, but

was critical of the leadership of one initiative where the prime figure 'hasn't played as strong a

role ... as he should have' and a subordinate has 'for many reasons ... found [the task]

difficult (Transcript 7). He praised the skills of one head of department, but was more

cautious about others, suggesting that a stronger role for curriculum leaders would improve

innovation.
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Staff-based leaders appreciated the drive and focus inspired by those at the top of the school

hierarchy, and noticed its absence:

I think the success of its introduction is very much a credit to hin, because the staff respected

him and his judgement. His passion and excitement ca:ried a lot of staff along, and I suspect it

was since his departure that some of the passion and drive has dissipated. We're trying to

introduce something else now, and because of the personalities involved, it's not happening as

I rhink it would be desired. So, I think a lot of it is to do with the leadership. (Transcript 39)

Nevertheless, as was suggested above, it is the proximate leadership that is most telling during

the implementation stage. The success of the Inclusive Strategies Project at School A is

largely attributable to its staff-based origins and leadership (Transcript 10). In School B

similar perceptions of teamwork, support and encouragement are reported (Transcripts 37 &

3e).

A useful image to capture the essence of pedagogic change depicts the individual teacher as

setting out on a leaming joumey that differs from all others in point of departure, type of

vehicle and average speed (Transcript 4). Ideally, then, change programs would allow for

many individual journeys. Three change leaders-all from the staff tier-took this idea into

account and pointed to the kind of learning experience frequently likened to postgladuate

study-the supervision or mentoring of one or two learners by someone more expert in the

field-as perhaps the most potent influence towards change. The staff-based leader of the

Inclusive Strategies Program (Transcript 10) described her meetings with pairs of teachers

who had similar teaching programs in the same faculty. During the day-long meetings' she

and her colleagues listed both the skills to be learnt in a particular unit and the various ways to

teach them, before turning to the actual content in which the skills would be embedded and

using actual examples as models. Sometimes she would be joined by a head of department

who was interested or wanted to be supportive. Occasionally, aput of teachers might be
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released for consecutive 
'Wednesdays to intensify the impact of the program' In this way,

twelve teachers were able to work with the leader over the course of a term without

intemrpting her regular teaching which had been reallocated to fit into the other four days of

the school week. The costs of providing replacement teachers on these days were comfortably

within the grant of $2000 that had been received. Simple arithmetic will show that regular

mentoring for a staff of, say, sixty, in pairs, twice in the first term and for two half days in

each of the subsequent terms would be expensive, but feasible and almost certainly

productive. Such an affangement would improve on the voluntary sessions reported from

School B, where useful work was accomplished but attendance was unpredictable because of

other school duties, and came at the expense of participants' non-contact time (Transcripts 39

e.37) It might be noted that the useful description of learning as an individual journey came

from a manager, but the advocates of mentoring (or coaching or counselling or modelling)

were from the staff group of leaders'

The balance shifts in the other direction when the press for gathering ideas from beyond the

school,s boundaries is examined. One of the staff-based leaders actively sought ideas about

inclusive strategies and explicit teaching from conferences, the literature, and her own post-

graduate studies (Transcript 10). The other four from the staff tier concentrated on their

immediate tasks, possibly because their role had not been to seek and introduce a program' as

was described in Transcript 10, but to implement one that had already been determined by

others, and their focus during the interview had been on their current responsibility'

Nevertheless, the outwa¡d-looking perspective was located with the managers. At School A,

for example, the in-house interest in middle schooling was informed and strengthened by

input from specialists at a nearby university (Transcript 4) and the Middle Years Progtam was

adopted, not as a source of ideas, but as a global initiative that was a close match with what

the staff had already determined, and would act to 'legitimize' that decision (Transcripts 4 &
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23). Similarly, School B had sent representatives overseas to investigate trends in secondary

education and to attend a training course for Dimensions of Leaming. At about the same time

another senior member of staff was researching the programs offered by the International

Baccalaure ate Organtzation with a view to adopting some or all of what was offered' Thus,

two perspectives come together in the leadership teams- the local view, largely from staff

members of the group, and the external or global view from management'

One further idea deserves detailed attention. The MYP Coordinator at School B had

encountered angry resistance from one teacher in particular over an interdisciplinary unit to be

done while his students wefe away on an outdoor education camp. Some heated words were

exchanged before the teacher eventually went with his group to camp:

They came back on the Friday and he said, 'Oh, it works''

I said,'I don't know what you're talking about' What works?'

He said,'Your old MYP works!'

'What do you mean, it works?'

'This interdisciplinary unit etc, etc...

So I said, 'Good! Next staffmeeting you've got to get up and " ' Don't tell me' Tell everyone

else. Tell the people in your department. And when we print [a staffnewsletter], will you write

a little piece about your experience? He did. Now he turned around and with him quite a few

colleagues turned around ... When people really celebrate some kind of success with the

progfam, I try then to get those people to be the mouthpieces and also not to let it go at that'

but to say, ,Hi, how are you? How's it going?' Get beyond the pleasantries and be specific: 'Did

you find that worked as well? Can I have a bit of feedback?' (Transcnpt3T\

Here is a leader catching colleagues being successful and celebrating with them. Moreover, as

she offers encouragement and deserved commendation, she enlists a former adversary-and

some of his colleagues-in the promotion of the MYP. The sceptics were convinced because
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they saw that students enjoyed the new experience and achieved good learning' Perhaps, after

all, that is the most telling principle for educational change.

2. BARRICADES AGAINST INNOVATION

All nine leaders of change reported that they had encountered some resistance to the

innovative programs for which they were responsible. They offered various explanations for a

situation that many saw as predictable. older teachers, in particular' were thought to remain

'performers, in the classroom (Transcript 23) asthey continued to 'use the old way' of teaching

that had become so familiar and secure (Transcript 1). New programs tended to 'destabilize

the old ways' (Transcript 1) and'deskill'experienced teachers (Transcript 16), leaving them to

approach innovations with a sense of horror (Transcript 1). Then agun, the urge to protect

one,s autonomy-an attribute by no means restricted to older teachers-is often found in

teachers (Transcripts 37 & 39). Sometimes it masquerades as 'individualism' such as emerged

in School A when it was a very small school with a lot of responsibility shared by a few

(Transcript 23) andpersisted into more recent times when the school was much larger'

sometimes it appears as 'territorialism' associated with long-standing faculty responsibilities

(Transcript 7) or,perhaps, with classroom-based authoiity that can be traced back to earlier

decades when multi-disciplined teachers covered a range of subjects with the same students' It

may be true, too, that many teachers are innately conservative (Transcript 7) or that they tend

to avoid taking risks (Transcript 4) or that they reject an authoritarian approach (Transcript

23) or,most distressingly, that they have'closed minds' (Transcript 37).ltmay also be fair to

suggest that a combination of all these factors can produce 'a culture of resistance' (Transcript

8).

These theories about innovation resistance seem to locate its sources indelibly in attributes of

teacher personality, as for example when a manager advances 'laziness' as an explanation
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(Transcript 7). Such a pessimistic view is not uncommon. Another manager anticipates that

,the teachers who have the greatest difficulty ... are the ones who don't grow philosophically,

and you can't change a person' (Transcript 4), while a staff-based leader can describe three

types of resistor:

There will be those who have their own strategies and methods and personalities that allow the

kids to learn, and at which they are very successful. Then we have teachers, like in every

school, who don't believe it's their responsibility to give kids the skills-they don't have the

time and, if the kids haven't leamt them, they're not going to learn them' And then there are

teachers who are probably not terribly efficient and just deliver content and don't challenge

themselves-it's a small minority of course, but it's here. (Transcript 10)

An alternative explanation for innovation resistance is only lightly sketched by a few leaders'

Almost inconspicuous amongst other, more commonly advanced explanations is a useful clue:

It,s that ... fear of something different, lack of conf,rdence to some degree, not totølly

understanding, having to give up more of your time, yet another layer of things-that's why

some staff are resisting. (Transcript 39, my emphasis)

Here, a staff-based leader of the Dimensions of Learning project suggests that there has been a

failure of learning. Moments later in the interview she emphasized the intellectual confusion

some people experienced; 'It's not that it's not worth doing or really bad, but how is this

different from what we are already doing?' of course, there is a world of difference between

the traditional classroom and one that fully applies constructivist, student-focused principles,

but some teachers are unable to see it. That, no doubt, is why two leaders wefe disturbed by

the patently incorrect claims that'I do that now, anyway' (Transcripts 8 &'37)' It also explains

why glaring instances of ignorance about fundamental MYP curriculum patterns had been

encountered: 'An applicant for the position of Head of Technology Studies, who had been in
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the school for many yeafs, told us at interview that he had never heard of Homo Faber'

(Transcript 7). Another leader reported:

On the staff pD day, I actually gave them a quiz. I just gave them a blank thing and asked

them to draw the IMYPI octagon, and I said, 'Now, put in the subject areas' Now, what are the

areas of interaction?' Very few could do it! I mean, we made a joke of it, but it's not funny'

really. (TranscriPt 37)

It was an uncomfortable lesson for the staff-based leader who could not avoid the conclusion

that:

People just don't read and take on board the stuff you give them' So, a lot of stuff goes

spoofing around out there, but there's only a little knowledge, and we all know-as Mr' Pope

told us-it's a dangerous thing. (Transcript 37)

Teachers had failed to learn! And the consequences had indeed been dangerous!

The case of the science teacher who had utterly misunderstood the fundamental principles of

Dimensions of Learning (Transcript 48), another science teacher's superficial grasp of

constructivism (Trans clirpt 46), and the general failure to see-what seemed obvious to the

leadership team-that the pedagogy of the Middle Years Program had much in common with

Dimensions of Learning, arefurther evidence that misinformation abounded in School B'

Interviews at School A did not bring the conjunction of pedagogy and assessment in the

Middle years program into such tight focus, but there were forebodings that some teachers, at

least, would complete the curriculum documentation and return to their longstanding practices

behind the door of their classroom:

We have a framework-this is the topic, these are the criteria that the students are covering,

this is where the links to other areas of the curriculum lie, this is the link to the core of the

curriculum model (which is Approaches to Learning), and various other factors including
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envfuonmental awareness, Homo Faber-Man the Creator, and social and health awareness " '

It's like any pfogram. You write it and get it ticked off, and do whatever you like and make

sure the assessment meets the number criterion we now have rather than A' B' C' D' But I hear

teachers say, 'Oh well, if you get a7 it's an A, if you get a 6 it's a B'' The whole point is'

'Look, it's not supposed to be like that at all!' It's hard to break down teachers' ideas'

(Transcript 10)

Now, it is true that change leaders, like colleagues with other responsibilities, addressed

topics which seemed to explain the difficulty of achieving innovation. They took up, for

example, for each topic, in six of the nine interviews, the questions of time and workloads'

leadership, and inappropriate administrative factors'

The staff-based leaders, in particular, but managers, too, said that teachers were 'busy' or had

'too much to do' (Transcripts 39, 8 & 10) and needed more time just to carry out normal

duties. Another commented' more cautiously:

so, the issue is, I suppose, a time one. well, that's what I'm being told: 'we don't have time to

get hold of all the documents. we don't have time to absorb it all.' Quite frankly, I think at the

moment that,s fairly valid. I think staffhere are certainly being pushed to the limit in terms of

what they're being required to do. (Transcript 37)

Later,while acknowledging that she, herself, was frequently still working at school until eight

or nine in the evening because she was interested in her administrative role, she observed that

new tasks were being added to an undiminished teaching load without suitable recognition:

'They see this as having to replan, redevelop, feassess, reformat what they are already doing'

without any time to do it or the organization saying, "we value what you do"'' Another leader

made the point that staff regarded the new duties as yet 'another layer on another layer-as

being asked to do more rather than doing the same things differently' (Transcript 39)' One of
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the leaders described his own situation as an example of school-wide intensification of

workloads:

I know I'm spending far more hours now than I ever have. I'm regUlarly working till one

o,clock in the morning, and I know that goes right across the staff. That's a bit hard on family

life. I think there are a lot of concerns about a staff that is stressed ... The problem is that

there's a huge number of changes [to curriculum and assessment documentation] and at the

same time we have to maintain everything else that we do around the place' we still have to

go and teach the same number of lessons that we always had to do' In my case' I still have to

get the examination administration done. We still have to orgariize that chess team or football

team. So, people are having to find time in their own time to do all this' There are only

twenty-four hours in a day. There are a lot of stressed people here' (Transcript 16)

Leaders from the management tier agreed that there was a time problem' One noted that the

basic workload (six classes each with thirty students) meant that'most teachers are really up

against it for time' (Transcript 23). Another acknowledged that teachers were dealing with 'too

many projects' (Transcript 8) but the school had maintained'the same staffing levels'to cope

with additional tasks unforeseen in the early stages of the Middle Years Program' There was a

contrary view (noted above in the discussion of appraisal) that "time" might cover a range of

other issues (Transcript 7) which might include personality factors and entrenched teaching

practices. Some suppoft for this view came from the staff tier of leadership:

So, when I get staff saying to me they can't do certain things or they're running behind in their

course because of 'my' MYP, I turn it around and say, 'Well, what is it that you're doing?'

'Oh, it's all this additional work.'

And I say, 'No, no, no! Let's go back to the process. The Interdisciplinary units grew out of

the curriculum mapping which was consolidating what you said you already did. So it's not in

addition to-if it's what you said you were doing.' (Transcript 37)
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Time, then, has to be seen as a contestable issue. Certainly, information provided in

transcripts would suggest that many conscientious and innovative teachers are hard pressed'

Nevertheless, it may also cloak other issues-not necessarily the negative 'laziness' of

Transcript 7, but a more deeply located malaise associated with failed learning'

Some criticisms of leadership were aired during these interviews, too. It was suggested, for

example, that heads of department had not exhibited a uniform commitment and contribution

to one project, whose success lay very much in their hands (TranscriptsT & 39). It was

thought that the introduction of one innovation had been 'so strongly pushed' and some

strategies had been so obviously promoted ahead of others, that teachers merely paid 'lip

service,to 'politically correct'ideas (Transcript 23).Therc is the suspicion, however, that this

criticism-though made by a leader from the management tier-may be a classic byproduct

of misinformation. This is even more likely when it is noted that the leader of the c/iticized

project herself commented on her own perception that she had been excluded from the

professional development progfam, partly because time was required for basic information

sessions relating to mandatory reporting of child abuse and occupational health, safety and

welfare concerns, but partly, also, because:

In any dynamic, there can only be a certain number of loud voices, and my role in the school

is not one-it,s not a position of power, so I'm not in a position to be loud' (Transcript 10)

Earlier it has been noted that the momentum of a project may be changed, or indeed its energy

dissipated by a change of leadership (Transcript 39) or by the perception that one of the

original proponents had diminished his commitment (Transcript 7). Another question is raised

when the interaction of leader and staff is considered; the following anecdote may raise more

questions than it answers:
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I deliberately teach [in a subject area considered likely to oppose the innovation] here " ' and I

deliberately teach it differently ... so the faculty was always going to be on the back foot-I

think that's really important in [school] politics-if there is a faculty that's going to be your

stonewalling group, you need to have a powerful person with a lot of influence in the middle

of them" running counter, because it weakens their position immediately' So that worked

britliantly for me because every time they wanted to say' 'But, you can't do this', I am saying'

TVell, yes, I can. I'm one of yOu. I know your language and I know youf afguments and I

know the counter-arguments, and I can go toe to toe on every bit of rubbish that you want to

try out'. So, they couldn't go public to attack because I was in amongst them' (Transcript 4)

It might be observed that this leader was the subject of some of the criticism recorded in other

parts of this chapter. The anecdote takes the debate, however, to issues crucial to pedagogic

change: Can the change be imposed or must it be grown? What level of challenge is effective?

Ethical? Mention has been made elsewhere in this part of the chapter of the absence from both

schools of an implementation plan (Transcript 7). This is an important comment, for such a

document must surely emerge from considerations not only of what? and when? and where?

and how much? but of why? and how? and who?

Vital considerations await administrators of schools contemplating pedagogic change. Some

of them were foreshadowed in the previous paragraph. Transcripts used in this investigation

point, however, to decisions that are believed by participants to have hindered the changes in

which they were involved. It has already been reported that one effective leader of pedagogic

change believed that her role was scaled back by management before the project had been

satisfactorily concluded (Transcript 10). Another staffing decision drew criticism because two

portfolios, covering very similar responsibilities and publicized in that way to win staff

acceptance, were not entrusted to one person' particularly to the person already holding the

confidence of staff for his work in one half of the role (Transcript 37). Then there was the

situation in which the mathematics teacher preparing units for use with graphics calculators
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was appointed to another position in the school that, in practical terms, precluded his further

contribution to mathematics. It was also pointed out in two interviews that the introduction of

newly appointed staff to Dimensions of Learning, which in early stages of the project had

profitably occupied two full days, had been reduced to sharing a half day with the

introduction to the Middle Years Program despite new appointments increasing at that time

(Transcripts 16 & 37).

Further comments drew attention to the lack of suitable accountability structures to ensure the

innovations were being implemented (Transcripts 16 &'z3),lamented the negative impact of

enterprise bargaining on the climate for innovation (Transcript 8), and disputed the wisdom of

using large documents for communication with people too busy (or unwilling) to read them

(TranscriptsT &.37).

There were criticisms, too, of a specifically educational nature. The point was made that a

school which had promoted a new approach to pedagogy had also allied itself to the

International Baccalaureate Organization's diploma course and examinations which were

deemed by some to be the antithesis of Dimensions of Leaming (Transcript 16). This point

was echoed in Part A by a recently appointed English teacher (Transcript 22) and is probably

implicit in much of the resistance to the Middle Years Program. Of greatest consequence is

the belief that, instead of addressing the widely felt time problem (Transcripts 7, 8, lO,16,23,

37, &.39), senior management had intensified the problem by planning (or allowing) several

innovative programs to be launched in close sequence, leaving staff to deal with several

simultaneous implementation stages (Transcripts 8, 10 & 16)

In short, the administrators of the school were under attack for not recognizing that

innovation, for teachers, is essentially a process of complex reJearning, and for not applying a

consistent, holistic and educational perspective to their decision making'
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Finally, administrators can be accused of failing to apply the learning principles espoused in

their school. In School A, for instance, where the starting point for change was a commitment

to the development of each student as a leamer, the focus was on learning processes, which

were described in some detail in their course outline booklet. One of the aims, therefore, was

to have each teacher's practice informed by current learning theory. School B, similarly'

directed its attention to applying in classrooms the best of modem learning theory. The choice

there was to adopt the model, based on recent cognitive research that was the basis for

Dimens ions of Learning.

If the very concise sgnìmary of learning theory provided by Dimensions of Learning were to

be applied to both schools, some interesting questions might be put to school administrators:

a. What steps were taken to assist teachers manage their attitudes to, and perceptions of, the

new tasks they would undertake, and of the context in which they would be working?

b. What was done to help teachers construct meaning for, organize, and store declarative

knowledge, and construct models for, shape and internalize procedural knowledge?

c. What activities were provided for teachers to help them deepen their understanding of what

they were learning?

d. How were teachers assisted to make meaningful use of their knowledge?

e. What was done to help teachers sharpen such habitual ways of thinking as maintaining an

open mind, seeking clarity, restraining impulsivity, and responding appropriately to

feedback?

The answer, probably,is somethlzg! Nevertheless, the explicit strategies for promoting the

thinking of learners would have to be assessed-in both schools-as inadequate, particularly

with respect to the time-expensive activities of constructing understanding of information and
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intemalizing skills, and for the refining processes so important to sustaining learning' An

implementation plan should have learning theory as its basis. Surprising as it may seem,

embedded in each school's failure to apply learning theory to pedagogic change are the

explanations for the misunderstandings, frustrations, anxieties, time problems, criticisms of

colleagues and innovation resistance that have constituted one strand of this chapter'

On a more positive note, the other strand-the bridges to innovation-shows that many

teachers-competent, conscientious, thoroughly professional people-can find a way around

the baricades, often in spite of their work context'

D. STT]DENTS

1. BRIDGES TO INNOVATION

In the student section of Chapter Five it became clear that students themselves were only

minimally aware of the pedagogic innovations thought to be surounding them, and that they

exerted little influence on the outcomes of the projects. Nevertheless, there are grounds for

suggesting that students are potential allies or adversaries for innovators' as well as being

perceptive commentators on the process.

At the very least, students in the two schools being studied seemed content to comply with

teachers,demands, betraying a practical theory of learning that ceded almost all authority on

pedagogic matters to teachers. The pockets of discontent in Year Eight and the maturing

insights of Year Eleven and Twelve students, however, point to a readiness to do things

differently. This is revealed in the somewhat nostalgic accounts of learning experiences that

had been engaging and valued. A year Twelve student spoke enthusiastically about his Group

Four Science Project:
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I looked at the effect of caffeine on physical ability. Me and another guy got tanked up on

coffee and ran up and down stairs. That's the one thing where they said, 'Go your own way and

bring us back your results''

Can you comment on the quatity of learning in that context?

Well, the results were an abysmal failure, because I drink coffee a lot, so it had no effect on

me, and the other guy is one of the fittest guys in the school. So, we didn't do a very good job

of selecting out our variables, but we learnt a lot about how you go about doing a practical-

especially about planning. (Transcript 15)

In the same interview, another student described her satisfaction with aî 
^rt 

project: 'I had to

develop the project, conduct different tests and come back with the conclusion. It was a good

project and was very interesting' (Transcript 15). A third member of the group said of an

English assignment:

we could come back and ask for suggestions, but most of it was just us doing it. I learnt so

much more than probably I would have just doing it in class' I spent about twenty hours' but I

was doing something I was interested in. (Transcript 15)

Words on the page offer only a faint suggestion of the lively enthusiasm that bubbled into

these segments of the interview, but the experiences being described appear to have been rare'

Indeed, a question that had earlier sought to find out how frequently they had been challenged

to work something out for themselves rather than being told the principle or formula drew the

response, 'That's a bit revolutionary!' (Transcript 15)'

Students in other yeaf gtoups seemed also to glimpse the potential for more active and

engaging learning. A Year Eleven student, for example, supported her peers'wish for more

facilities but added: 'Sometimes I think I need more research stuff and sometimes I think I

could achieve something quite good like that' (Transcript 27). A girl in Year Ten probably
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voiced the views of many when she described her appreciation of the opportunity to influence

the choice of topics she investigated:

Some teachers sort of compromise with what they want to do and with what the students want

to do. you might have an idea of what you want to do and it might be different from what the

teacher said ... Sometimes a compromise is made where you do part of what the teacher wants

and part of your own idea' (Transcript 30)

One of the most interesting, and possibly most relevant, responses was the joy and satisfaction

that accompanied episodes of effective learning' Some of this was revealed in the extracts

already quoted from the interview with senior students (Transcript 15), but the following

exchange with year Eight students best catches the freshness and sense of achievement that

might be the innovator's strongest allies:

What, would.you Sr,y, were the best bits of leaming you've done in recent weeks?

S.2: Art.Wedidprintmaking.Ididadolphin' Whatmadeyoufeelgoodabout it? Iwas

happywithwhatIdid.Didyouleamnewthingsinordertodothis?

5.2:(confid'entty)Yes..Welearnttheprocessofprintmakingandhowtodoit'

S. 3: Well,I finished all my sheets in maths. There's, like, eighteen to do' Why pleased? Most

of the things we did, I've never done before, so I had to, like, learn them, like how to do

algebra. I took weeks to do them-like all last term-eight weeks' Relief or sense of

achievemen¡? Bit of both. I'm relieved I've finished them all.

S. 1: In art we were starting to make puppets. We started collecting all the stuff' We're in the

middle of it now. Enioying? Yesl Leaming? Yes! A lot' (Transcript 33)

In summary, the strongest student-based facilitators of innovation are likely to be the

excitement, the fulfilment, and the recognition of successful learning promoted by the

innovation. Other factors provide useful support. The content has to be seen as interesting and
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worth the effort of learning (Transcript 42), andteachers must be able to strike some spark of

motivation (Transcript 43). Surpassing all other factors is the academic trust that students

place in their teachers-the comments reported in Chapter Five might well be repeated in this

context: the Year Ten boy was content to 'sit and let things happen" while the Year Nine told

us that'We learn as we are taught to learn'.

2. BARRICADES AGAINST INNOVATION

As attention shifts to factors that block innovation, it soon becomes apparent that academic

trust is a double-edged sword. In six of the ten group interviews (Transcripts 15'27,3I'33'

ß e.44)students indicated that typical learning activities required sitting, listening, writing

notes and doing tests. Teacher talk may, at times, have been excessive, too; as Year Twelve

students put it:

S. 2: ...the teacher talks all the time, and it gets really boring, like we say can we have a bit of

discussion but he just keeps talking. You just get so bored, and people fall asleep' Maybe'

sometimes, there should be class discussions on different topics.

S. 1: You need a balance between the two 'cos too much of either one and you won't get

anything done

I s olated o r fr e quent o c cur renc e ?

S. 2: Oh, I've had a few ... like, I remember back in Year Nine we had [a subject] where the

teacher talked most of the time. It got boring. The class eventually went wild and was naughty

all the time...

S. 1: We don't want that teacher back here again. (Transcript 15)

Nevertheless, in spite of hints of mutiny when provocation became extreme' students

generally were compliant, especially when hand-outs and work-sheets filled lesson time with

busy work (Transcript s 44 &.43), and success was attained through recall of information and

practice of skills (Transcripts 15,27 & 30). The group interviews indicated that, in many
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classrooms, often over a span of years, teachers' and students' expectations had coalesced into

a shared code that protected the status quo.ltis the persistence of that prior code that poses

the strongest ba:rier to any paradigm shift in pedagogy, for it continues to govern decisions

made about learning.

Assessment policies are potent forces, also. Reflecting a more widely held idea, Year Ten

students saw the purpose of their schooling as 'getting good grades'; to do so, they had to

,remember information and write it in the test' (Transcript 30). Such an emphasis on grades

rather than learning outcomes, on memorizing rather than understanding, on teacher effort

rather than student activity, can only strengthen resistance to approaches that advocate

unfamili ar and threatenin g learnin g processes'

Even though there were spirited efforts to establish a new approach to learning in both

schools, powerful influences locked students into the existing paradigm. For example, few of

them had more than a passing interest in the actual processes of learning, deeming this to be

the territory of parents-'They can tell us' (Transcript 33)--or teachers-'The teacher gives

you information and you store it' (Transcript 3l)-rather than a matter of great relevance to

their daily activities. Careful explanation s of Dimensions of I'eaming or the goals of middle

schooling had been lost on most students interviewed, or at best recalled in part and

incoherently. Year Twelve students, for example, struggled to describe an innovation which

was thought to have influenced their five years of secondary education:

S. 4: All I know about it, it was some five-step thing " '

S. 6: Occasionally you see a poster about it.

S. 3: I haven't seen much, reallY.

S. 6: The only teacher I know that told me about it is [Name of enthusiastic advocate of the

innovation]. She had a-she mentioned it-that-no, I don't think she's ever mentioned it . '
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S. 5: To be perfectþ honest, I'd forgotten about it...I think they've got it all written up in the

front of the diary, but we just flick through those pages. (Transcript 13)

In a similar conversation, year Eleven students offered useful insights into student thinking

about changes in their school:

s. 1: The problem with change is lthat] most often it's gradual, so most often you say, 'oh'

they're doing that next year', and it soft of happens graduaþ, so you basically make an impact

for the younger people. If you're at the senior level, you impact on them more than for

yourself ... the change can't be immediate; it has to be got round ...

S. 3: I think some of the changes that are going to be made will happen after our time'

S. 2: The other thing is, like the air pollution thing, any change made now is going to make a

difference down the track. If you want to make a difference now, it should have started before

you had a chance to. It's always going to keep changing because what we think's good now

will change by the time the Year Eights become the Year Twelves. (Transcript 40)

The indication here is that students may have assumed a future orientation for the current

innovation, and that their involvement needed only to be avuncular and altruistic' failing

therefore to see the immediate gains available for the quality of their own learning'

Given that students recognize the capacity of enthusiastic teachers to lead them into new

experiences-as, for example, the Year Ten student enjoyed Geogfaphy because 'the stuff was

worth learning ... and the teacher just made the subject interesting and showed us just lots of

things about it and the way to do it' (Transcript 42)--questions have to be asked about why

students weren't engaged by discussions about their important and daily tasks' Students have

some suggestions to explain this state of affairs. The perception of Dimensions of Learning

held by Year Twelve students was that the program attracted mere lip service from many
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teachers, and was, therefore, only partially and spasmodically implemented (Transcript 13)'

Year Eleven students put the same point more devastatingly:

S. 1: With certain teachers, like, I mean, you notice lDimensions of Leamingl with some

teachers who, sort of, not ram it home but just say this is declarative knowledge. One thing

that just sort of triggered something in my mind is lName] who-she would use that even

now, even though I'm doing the IB. She would still use that or say this is Dimension Five' I

had lName] ayep or two ago; he would do that too, but some other teachers, especially the

new ones, don't have a clue, to put it bluntly. You wouldn't know they were doing anything

different or whether they knew anything about it or not " '

s. 3: Just then you were saying about graphic organizers [as one of the Dimension Two

strategies for organizing declarative knowledgel. The only time that I really encountered that

wasn't from a teacher-it was from a past Year Twelve who came back to speak to the school

and said he remembered all his stuff for Year Twelve exams (he was dux of the school) and he

put posters up on his walls of what he wanted to know " '

S. 2: I think ... students have become-they're not really sure what it is-unless they actually

sat down and read it for themselves and tried to get a glasp on what it is' they don't-because

they see a bit here and a bit there and then a whole chunk of it here, and they have to' sort of'

piece it together to try and get an idea of what Dimensions of Leaming is' (Transcript 40)

Moreover, it became clear during this last interview that a four-hour mini-course for Year Ten

students about students'use of Dimensions of Learninghadbeen cut from the previous year's

program, thereby signalling an administrative shift of priorities and, probably, a confirmation

of student perceptions that the place of Dimensions of Learning in the curriculum was not

really important, despite what school leaders might be saying to the contrary. A Year Eleven

student summed up the significance of the innovation when he suggested that Dimensions of
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Learning was 'not ... the icing on the cake, it's the eggs and stuff (Transcript 40). However, a

Year Twelve student went to the heart of the matter:

S. 5: It kind of sounds as if it's a little bit-it's almost as if the teachers are saying it because

they feel, like, it needs to be said, and it's not really enforced, if that makes sense' It's touched

on at the beginning of the year, and now when exams are coming up it's touched on again' but

it doesn't really seem like it's a really enforced kind of concept' (Transcript 13)

Students were aware, however, of the contrast between the low profile of Dimensions of

Learning and the frequent reminders about assessment procedures required by the

International Baccalaureate Organization"

S. 4: I first heard about this Dimensions thing in Year Seven, but-no offence-I don't think

it's done anything, because teachers haven't used that within their teaching as much. If they

were to incorporate that into everything they do, I think we'd look atthe Dimensions of

Learning,then attack whatever we were doing. It's just that the IB-because it's a whole lot of

different criteria-because we keep using that criteria and get reminded to use it, we know it's

different and approach something differently and to how we learn it. Because Dimensions of

Learning isn't really talked about much at all, I think that's why it hasn't had too much of an

impact. (TranscriPt 40)

Senior students from one of the target schools appear to be saying that pedagogic innovation

is more likely to be successful if students are helped to perceive the immediate, personal gains

that they might achieve, and if the basic principles are clearly understood and kept at the

forefront of their minds. No students, in any of the ten group interviews, gave any indication

that these conditions had been met in their experience. Again, the question has to be asked:

Why did these things not occur? Other questions inevitably follow: Are the students correct

when they claim that their opinions are not valued or heeded by teachers and parents

(Transcripts 15 & 40)? Do teachers remain silent about the principles of learning because they
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believe that students are incapable of understanding them? Do teachers avoid public

descriptions of new teaching approaches in order to protect themselves from accusations of

failure? Is it a reluctance to share power? Or is there an outmoded but intransigent collective

code operating in this situation?

E. MAJOR TIIEMES EMBRGING FROM THIS CHAPTER

It is significant that experienced teachers reported experiences of pedagogic change similar to

those described by trainee teachers. For the experienced teachers, too, their existing practical

theory of teaching shaped their initial response to the new idea, and led them into

assimilating, accommodating, preserving or resisting. In fact, the process of change might

have been more exacting for them, because their practical theory had been fortified by the

overlay of years of successful, traditional classroom experience.

Nevertheless, it is the collective code for learning and teaching in a school that is one of the

most important factors in school-wide pedagogic change. As one head of department put it'

,coming up with a united approach' (Transcript 45) was essential to changing teaching and

learning practices in his department. In recent pages' however, secondary students have

shown how infrequently they were aware that their teachers were, supposedly, applying a

newly espoused code in their lessons. Moreover, in Chapter Six, trainee teachers listed an

intransigently conservative ethos as one of the barriers to innovative teaching encountered

during their field experience. Renovating the collective code, therefore, appears to be one of

the highest priorities in the process of pedagogic change'

It seems likely that a change of code will begin with numerous individual revisions of

practical theory. As elements common to individual theories begin to coalesce into, say, a

shared code for a subject department, that code is likely to reflect the distinctive character and

context of that department, rather than of the whole school. Thus, there remains yet another
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level of integration to be achieved. The various levels of leadership in Schools A and B,

probably, are tacit acknowledgement of this'

Interviews with experienced and credible teachers present their guidelines for changing both

individual practical theories and a collective code. They say that a new theory of teaching,

which meets identified student needs and possesses educational merit, should be introduced in

accordance with the stages and principles described in Part A of this chapter. The essential

task for teachers is to translate the new theory into syllabus-based, student-centred activities.

This usually entails collaborative planning with colleagues, often from the same subject area

and with the guidance of the head of that department. Teachers and heads of department agree

that such an approach simultaneously promotes individual learning, develops a shared code,

and increases the pool of relevant resources in the department.

Leaders of change at the school level also accept that the subject department is the appropriate

location for nurturing pedagogic change. They are not so confident of success' As they

probably combine a closer acquaintance with the new theory and a broader view of school

events, they exhibit frustration at their colleagues'misunderstandings, confusions and

resistance, and are critical of their failure to learn. They share with heads of department a

desire for stronger accountability procedures-not to preserve collegiality in the proximate

group, as some heads of department might wish-but to ensure compliance with school

policies.

A different approach emerges from the interviews with classroom teachers and heads of

department. In general, they argue that innovation resistance arises out of the nature of the

task. While maintaining every aspect of a teacher's busy workload, they must take on complex

learning in pursuit of a goal that, they suspect, is likely soon to be superseded' Indeed, time

poverty is a concern to teachers, heads of department, and change leaders alike. Senior

managers may be applauded for their vision and advocacy, but are cnticized for maintaining
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(for financial reasons, no doubt) large classes and onerous teaching assignments, while

creating additional documentation tasks that are not seen to be crucial to the cuffent

pedagogic innovation.

In terms of the change principles proposed at the end of Chapter Two, this chapter emphasizes

a number of points:

Classroom teachers, heads of department, and leaders of change confirm both the

complexity of the process of pedagogic change in secondary schools, and the importance

of adopting appropriate learning strategies to achieve the desired changes' Special

attention is drawn to the stages of thorough investigation, careful introduction, candid

decision making, timely and inclusive implementation, well supported consolidation,

and evaluation of Progress'

ii. To achieve necessary changes to practical theories and the collective code, a learning

program that meets the diverse needs of potential 'accommodators', 'assimilators',

'preservers' and'resistors' is essential-

iii. Teachers confirm that a small group of close colleagues is their choice for the learning

context. This is not a matter of mere preference, but recognition that collegial support

and joint efforts to apply a new theory of teaching to familiar topics best promote

effective learning. The presence of a trusted mentor facilitates learning and guards

against misinterPretation.

Change leaders were well-informed advocates of their particular innovation. There

appears, however, to have been no program in either School A or School B to help

leaders develop their understanding of the change process they were to manage, or to

assist the integration of their individual efforts. Consequently, there were some

variations of approach within each school.

1V
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Structural and administrative factors posed formidable barriers to innovation. Decisions

to adopt a number of initiatives in close sequence were linked with significant

documentation tasks, while basic teaching responsibilities continued without any

reduction in intensity. Perhaps some claims of time poverty masked refusal or sevefe

disequilibrium but, for many' the exacting workload was a genuine concern' It deprived

conscientious teachers of the time and mental resources for critical and creative

reflection on their own teaching. At the same time, heads of department and change

leaders were troubled by the difficulty of finding space in busy days for meetings of the

proximate groups in which learning would most effectively take place.

Students in Schools A and B remained an untapped resource. They responded positively

to occasional episodes of spirited learning, but were prepared, generally, to comply with

their school's expectations for teaching and learning' In this respect' they can not be

considered typical of all secondary students (as some of the anecdotes brought back by

trainee teachers from their field experience have testified). Nevertheless, the students

interviewed for this study were interested in learning per se, and well-disposed to

innovative approaches to pedagogy. In the situations under investigation, they did not

constitute barricades against educ ational change'

Chapter Eight looks back over this and the preceding chapters to formulate a possible solution

to the problems of pedagogic change, and to consider how things might have been done

differently in Schools A and B.
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Dealing with DisParities

From the participants themselves, this investigation has sought frank accounts of their

experiences at the centre of pedagogic change, and thereby to tum yet another spotlight on the

conundrum that educational change poses.

Chapter One has referred to the imperative placed on schools to consolidate, to renovate and

to innovate simultaneously-a constraint that precipitates some of the problems reported in

subsequent chapters. From the scholarly advice of experts in educational change, school

management, and staff development, Chapter Two has collated principles that one might

expect to shape programs of pedagogic change in secondary schools. The contexts and

processes for gathering the perceptions of participants have been described in Chapter Three'

The intense, largely individual experiences of 183 trainee teachers have been reported in

Chapters Four and Six. Chapter Four indicated that thp trainee teachers tended to assimilate,

accommodate to, pfeserve, or resist a proposed new pedagogy. Their fesponse was largely

determined by the nature and strength of their own pre-existing practical theory of teaching,

although age, gender and subject specialization might have been factors, too. Chapter Six

emphasized how conducive to pedagogic change a powerfully relevant alternative theory,

applied to authentic tasks within the proximate group, can be. The same chapter warned,

however, that one's own intransigently conservative existing theory, or a collision between a

budding new theory and the stem reality of many traditional classrooms, might effectively

block innovative pedagogY.
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Accounts gathered from leaders of change, heads of department, classroom teachers and

students amidst the hurly-burly of two busy secondary schools have been the focus of

Chapters Five and Seven. Chapter Five suggested that experienced teachers also confronted a

new theory of teaching in one of the ways identified by trainees, that is, by assimilating,

accommodating, preserving or resisting. Again, there is potential for age, gender, or subject

specialization to combine with a robust existing theory to facilitate or hinder pedagogic

change. Indeed, because these people have developed a reliable classroom methodology over

a number of years, their strategy for dealing with a new paradigm might, more appropriately,

be termed re-learning to emphasi ze the inherently more difficult transition they had to

achieve, This last point seems not to have been universally grasped by the leaders of change,

who largely determine the change procedures to be adopted. Students, who had the potential

to influence the outcome of change initiatives through their enthusiasm or recalcitrance,

remained largely unaware of change despite some attempts to include them in the process'

perhaps the most significant issue emerging from Chapter Seven is the recognition that

sporadic innovation in a few classrooms falls well short of any school-wide enhancement of

student learning. It is not that innovation requires detailed compliance with a blueprint for

teaching-Handy and Aitken (1986) warned that such conformity was unlikely in any

profession-but shared commitment to common goals, strategies and language afe aS

important as flair and creativity. Teachers, heads of department, leaders of change and

students have contributed useful information about factors that they perceived to have either

fostered or hampered the development of an innovative code of learning and teaching in their

school.

Each of Chapters Four through Seven has concluded by showing how each chapter has

supported, amended or refined the principles proposed at the end of Chapter Two. In this

chapter, in Part A the major issues noted earlier are drawn together into a restatement of
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principles for achieving pedagogic change in secondary schools. In Paft B disparities between

these principles and the practices noted in Schools A and B are discussed, while the

implications of this study are considered in Part C. Part D draws attention to some of the

wider implications of the investigation.

A. SEVEN PRINCIPLES FOR PEDAGOGIC CHANGE

New interest in meaningful, student-centred learning sits precariously amidst other calls for

teachers to pursue improved test results and to intensify the counselling, caring and behaviour

managing aspects of their role. FurtheÍnore, against the centuries-old belief that they merely

distributed knowledge, teachers are now expected to promote active learning experiences

through which students construct their own understanding. Information gathered in this

investigation suggests that a change of such magnitude depends on the application of seven

guiding principles:

1. Re-learning. pedagogic change is best understood as a process of learning to apply new

concepts and skills to a familiar routine'

2. practical theory and collective code. Pedagogic change requires that teachers examine

their personal practical theories of learning and teaching, and refine or revise them as

necessary. The availability of a convincing altemative theory is crucial. In the secondary

context, school-wide improvements in student learning are most likely to be achieved

when teachers implement common aims, and apply compatible methodologies'

3. Response to change. For each person involved in change, the process is likely to contain

elements of assimilative and accommodative learning, as well as preserving what is

valued from the prior theory and resisting some aspects of the new one. It is the

preponderance of one or other of these aspects that shapes the nature of the individual
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response to innovation and determines the individual starting points and modes of travel

on the re-learning journey. In any particular innovation, at any time there will probably be

groups who are predominantly'assimilators', 'accommodators', 'preservers'or'resistors'.

4. New theory in proximate group. Teachers are most likely to succeed in reviewing their

existing practical theory and establishing a new collective code, when they work with a

trusted mentor (often the head of department) in a small group of close colleagues to

examine the new learning theory and to apply it to their own immediate teaching duties.

5. Managing the process. I-eaders of change will be most effective when they understand

that pedagogic change is a complex learning task that requires differentiated approaches

suited to the diverse needs of 'assimilators', 'accommodators', 'preservers' and 'resistors''

The process is likely to extend over several years as the learners pass through the stages of

thorough investigation, careful introduction, candid decision making, timely and inclusive

implementation, well supported and well sustained consolidation, and evaluation of

progress. Moreover, it is not sufficient for change leaders to be thoroughly grounded in

the details of the innovation itself. The prevailing school climate, levels of staff morale,

and change strategies developed within the leadership team should be taken into account'

6. Structural and administrative factors, which have the potential to support or impede

pedagogic change, deserve careful consideration when the implementation plan is being

developed.

7. Students. By their enthused engagement with their learning or their apathy or resistance,

students can either intensify or sabotage a change of pedagogy. The innovation strategy

should extend to establishing an authentic, informed partnership between students and

teachers.
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These principles are consistent with the findings of recent decades of research into

educational change. Moreover, their insistence on treating change as a process of learning,

their focus on learning contexts, and their advocacy of student involvement may have special

relevance for Australian secondary schools in the twenty-first century. Perhaps of greatest

interest is the realizationthat each of the seven factors listed above is not merely one element

in the process of pedagogic change-it exists in a symbiotic association with the other six

and, with them, contributes to their combined effect or, more precisely, their synergy. Ideally'

then, a program of pedagogic change would seek to keep all participants and all the relevant

issues in harmonious interaction.

B. THE DISPARITIES

The programs of pedagogic change described in this study-the introduction of beginning

teachers to their new profession, and the professional development of established teachers in

Schools A and B and their studenfs-v/sps valid, located in respected institutions,

competently led, and directed towards improving both the teaching of committed

professionals and the learning of cooperative students. They were courageous initiatives that

must have started with a higher than usual expectation'of success'

The fact remains, however, that the outcomes seem to have been patchy and problematic' One

explanation of this situation might lie in the difficulty of achieving the desired combination of

the seven principles outlined above. Indeed, it is likely that essentially different

understandings of, and approaches to the tasks were unwittingly applied. Some examples will

clarify this point.

Change as re-learning. Most trainees immersed in their postgraduate studies had no doubt

that they were engaged in a challenging process of learning. Indeed, they demonstrated that

the re-learning of each participant in pedagogic change would have a distinctive profile of
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assimilative learning, accommodative learning, preservation of compatible parts of the former

theory, and resistance to incompatible parts of the new theory'

The same appears to be true of experienced teachers, too. Within the schools, however,

'learning'was rarely used to explain how change occurred. Some certainly referred to

changing the mind set or getting the head around a new idea, but there was sparse recognition

that new knowledge had to be understood, integrated with what was already known and

stored, and that new skills had to be modelled, shaped and internalized. Perhaps trainees were

right when they suggested some teachers no longer saw themselves as learners. The inability

to see change as a learning process is revealed in the sceptical description of a new idea as 'so

much paper put out ... with different labels' (Transcript 34) or, more disturbingly, by the

assumption that change was a rather mechanical replacement of one theory with another, a

process alleged to have negligible impact on lesson preparation (Transcript 20).

A serious misread.ing of the nature and extent of the process of change-and the consequent

unidimensional planning-may, thereþre, be the first of the disparities to be countered'

The process of change. In terms of school-wide innovation, it is probable that a successful

process will feature the stages of investigation, introduction, decision making,

implementation, consolidation and evaluation. Both schools appear to have handled the early

stages competently. With one notable exception-the MYP at School B-preliminary

investigations were thorough. 
'Well-resourced set pieces introduced the innovations and won

support and interest, while decisions reflected the consultation that preceded them. Less

convincing was the implementation phase, possibly because teachers were underprepared

(Transcript 17), possibly because emphasis shifted too quickly from the revision of teaching

principles to the completion of documents essential for accreditation. The stage of

consolidati ng Dimensions of Learning was gaining belated attention in School B at the time of

interviews for this study (seven years after the idea was first raised), but School A's initial
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interest in inclusive teaching strategies and a middle school pedagogy had been overtaken by

the need to rewrite subject syllabuses and assessment and reporting rubrics. Moreover,

because planning for implementation and consolidation was sketchy, resources of time,

personnel and funding, for which adequate budgetary provision had been made early in the

project, were scarce during the stages when the full application of the innovation might have

been ensured.

In terms of evaluation, one interesting science-specific analysis of the effect of Dimensions of

Learningon student learning (Thompson,Iggg) was conducted at School B, but there appears

to have been no continuing, formative appraisal of progress in either school.

The absence of planned and well-resourced stages for implementation, consolidation and

evaluation constitutes another significant disparity'

A methodology for change. It has been argued that the personal and group journeys towards

new understandings of teaching are most likely to be completed successfully when an

alternative theory is applied to an authentic task within the proximate group and under the

tutelage of a trusted mentor.

obtaining the alternative theory posed no problems. Trainee teachers certainly found theirs in

the textbook for their course. Established teachers in School A, assisted by experts from a

nearby university, distilled their own principles for middle schooling from a survey of the

literature, while staff of School B found their alternative in the material prepared by the

authors or Dimensions of Learning andIBO documents. Similarly, it was easy to find an

authentic task. Trainees could reflect on recent field experience, and established teachers had

only to turn to the next programmed unit of work with one of their classes'

Disparities begin to emerge, however, when attention is directed to the operation of the

proximate groups. It is true that they existed structurally. Trainees had been allocated to focus
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groups (sub-sets of tutorial groups), and established teachers naturally belonged to the faculty

in which they taught. Collegiality developed easily within these groups' What was often

missing, however, was a mentor-as one teacher put it, a'champion' of the innovation

(Transcript 2gFwhose informed views might correct misunderstandings and promote the

new theory as the raison d'etre for all their writing and discussion. For trainees at the

university, financial stringency meant that there was no such person available for focus

gloups. One permanent member of staff (supported by two tutors, each employed for four

consecutive hours on one morning of the week to conduct course tutorials with four groups of

twenty or more trainee teachers) was hard pressed to maintain contact with 150 students,let

alone be available to all for intensive counselling. In any national planning for innovative

schools, the provision of adequate resources for teachers' pre-service and in-service

education will be a keY issue.

The situation was somewhat better in the schools where leadership fell automatically and

appropriately on the head of department. Nevertheless, it has already been noted that heads of

department were neither totally informed about, nor unanimously committed to, all the change

programs they would be called upon to implement. They differed among themselves on some

aspects of innovation, and they had not been able to work towards a shared understanding of

the various responses and strategies that might be applied. That is to say, they had not been

helped to articulate their own practical theory for managing pedagogic change in their

department, nor had they developed with other heads of department a shared code for change'

Moreover, at the level of practicability, heads of department would have to rely on frequent

meetings with individual teachers or gfoups with conìmon responsibilities for, say, a

particular year group or topic. Competition for scarce gaps in meeting rosters meant that

access to staff meeting times was rationed to an ineffective minimum. Meetings with

colleagues during non-contact time were restricted by the line structure of timetables, and by a
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personal teaching assignment that was only one teaching set less than those of other members

of the faculty. Heavy commitments to the co-curriculum took possession of much time after

classes finished each day-a time, anyway, that some heads of department were reluctant to

claim from colleagues whom they perceived to be already overloaded. Heads of department

dealt with the situation by opening their homes to staff, by meeting at weekends, or by doing

most of the work themselves.

Two rnore d.isparities have emerged. First, no steps had been taken to ensure that heads of

d,epartment were equippedfor their mentoring role by gøíning command of the new theory

ahead. of their staff. Second, they were not enabled to develop afull comprehension of the

change process or discuss strategies and build support for themselves within their own

proximøte group.

Administrative factors. Achieving profound changes of teaching methodology in Schools A

and B was complex and difficult, for the process depended on fostering revisions of practical

theories and collective codes-which for some teachers was almost tantamount to a change of

identity. The situation called for wise mentoring, encouragement, and support through the

most serious of the inevitable, change-induced stresses. In fact, although new tasks were

required, teaching duties remained unchanged, and necessary meetings had to be scheduled

out of hours. The difficulties were accentuated by the adoption of several initiatives in quick

succession, with the result that teachers were dealing with several, simultaneous stages of

implementation and consolidation. Not surprisingly, priority was given to tasks that demanded

documents be prepared in accordance with strict deadlines. The lack of time to deal with an

intensified workload is probably the strongest theme running through the interviews with

teachers
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The administrative dispariry, though unintended, is obvious. Workloads suppressed both

opportunities and incentives to innovate. Emphasis on documenting new curriculum and

assessment requirements diverted' energies from a tight focus on student leørning'

Leadership. It is tempting to level criticism at the more senior leadership teams in both

schools. In one instance, it seems possible that consultation followed decision-making' In

another situation, a leader may have adopted a deliberately hostile relationship with members

of the faculty within which he worked. Judgements on these matters should wait for a wider

collection of information.

It is clear, however, that the leadership groups tended to see more quickly than others the

potential benefits of pedagogic changes, and were able to provide the drive towards new

goals. Staff-based leaders were powerful, though timelimited, influences for change when

they coached their colleagues at the strategic level, as distinct from the practical level of the

subject departments. On the other hand, they appear to have had difficulty in persuading

colleagues that the writing tasks were not drudgery but logical and productive steps in the

process of change. While aware that teachers were approaching the limits of their innovative

capacity,leaders were unable to solve the time problem. They allowed multiple innovations to

compete for scarce human resources. They tended to become impatient at the slow, uneven

and sometimes flawed implementation of innovative teaching theory, searching for solutions

in assessment procedures, the summative mechanisms of appraisal, and perhaps dismissal'

It has to be said that these leaders probably had no alternative. They were juggling new

educational goals, parental demands for good outcomes, students'needs, industrial issues, the

school's standing in the community, media interest in any newsworthy shortcomings, their

own profes sional inte grity-and financi al constraints'



335

One part of the solution to these problems may be a revised understanding of what leadership

of change entails. Just as the leadership team of school A argued their way to new

employment policies and strategies (Transcnpt 4), both schools might have teased out the

nature of the change they were contemplating and its human and administrative consoquences.

perhaps the ultimate dispørity has been reached. Lit<c all other participants in change,

Ieaders needed. to review their personal practical theories for leading change and, with the

guidance of a trusted mentor, to develop and apply a collective code to their immediate task

of leading change.

C. ALIGNING TIIE DISPARITIES

This investigation set out to examine what it was like to be inside a major educational

innovation. Participants have demonstrated the strongly formative influence of a personal

practical theory-the individual bundle of prior experiences, learning and values that

currently defines the principles by which a person conducts some aspect of his or her life' The

focus on practical theories of teaching has made it plain that a change of individual pedagogy

is, in fact, a revision or a reconstruction of the practical theory of teaching that currently

applies in a particular person's life. Inevitably, that change is preceded by some alteration to

the experiences and/or learning and/or values of that individual. Logic demands, therefore,

that the process of pedagogic change address the individual's current practical theory of

teaching and the elements that have shaped it, largely by making them all explicit and open to

reflective consideration.

It must be observed, however, that every human being possesses countless other practical

theories-some more coherently developed than others-that shape behaviour in varied

circumstances. Many of these theories may seem at first totally disconnected from the

teaching theory. Others may have obvious relevance, notably the theories that deal with
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learning (a complementary but by no means equivalent concept), human development,

assessment, reporting, communication and pastoral care. To assert that pedagogic change is a

complex activity is to acknowledge that not only the practical theory of teaching, but many

other practical theories have to be modified. rWaring theories are likely to prevent change.

Those who have been described as 'accommodators'or'resistors'in earlier chapters are very

real, vivid and typically human illustrations of this complexity.

There is another level of complexity to be considered. Established teachers have reported that

solo attempts at innovation are not only exhausting and lonely, but largely unproductive' A

unified approach, shared strategies, a common vocabulary and sustained effort are much more

likely to achieve school-wide, long-term changes in student learning than isolated and

sporadic encounters with a few enthusiasts. A progfam of pedagogic change must certainly

address individual amendments of practical theories, but it must also, simultaneously, provide

for the amendment of the collective codes of teaching, learning, and everything else that may

be relevant. The multiple facets of individual change are probably multiplied again by the

number of participants in that change and the number of theories to be amended. If the lattice

of intersecting practical theories is incomplete, the gaps may generate inconsistent or

incompatible approaches that produce disparities such as those described in Part B of this

chapter.

In fact, this investigation has fixed attention on the widely differing understandings with

which participants approached changes to learning and teaching methodologies. The

disparities range from doubts about the capacities and roles of students, through questions of

how teachers can best promote and assess student learning, to notions of what such changes

involve and what processes are most likely to be effective'

put simply, the central task of pedagogic change is to draw all these disparities into shared

codes of learning, teaching and changing. Teachers have to cultivate a change in both their
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personal practical theory and their collective code of teaching. Students have to cultivate a

change in both their personal practical theory and their collective code of learning. Both

teachers and students have to understand one another's new role in teaching and learning.

That, however, is not the end of alignment. I-eaders of change may have to reconstruct their

own practical theory of change in the light of their understanding of how teachers and

students are able to modify their practical theories and collective codes. Administrators who

make financial and managerial decisions have to be in tune with the other collective codes

being developed in the school. Successful change at the deepest level is achieved when

collective codes for teachers, students, change leaders and administrators coalesce into a

whole school code that provides unity of purpose and cohesive practices'

The previous paragraph presents important implications for those who would change

pedagogy in schools.

The means of aligning disparate theories is best described as re-learning. The learning

process, for change agents as well as for teachers and students, must provide differentiated

pathways that cater for variations in individual starting points and dominant learning modes'

The strong recommendation from teachers is that their learning-about teaching or

changing-is most effective when working with small groups of colleagues, but this

investigation has shown that a trusted mentor must also be present to guide the application of

new theory to actual tasks. The role of the mentor, as Handal and Lauvas (1987) have

suggested, would be to support the planning, implementation, and critique of new units of

work while consistently articulating the theory that should undergird teachers'thinking.

Schools tend to rely on out-of-hours meetings for administrative tasks and structured

professional development activities. However, the complex learning process that brings

school-wide pedagogic change requires considerably more time for tutorial-style group work

with a mentor than is usually allocated. It is very likely, therefore, that schools undertaking
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pedagogic change will need to allocate additional resources in order to release teachers, heads

of department and change leaders from teaching duties at appropriate times' This should occur

in accordance with a detailed, long-range, but flexible innovation plan that gives due

prominence to establishing a shared code of change as well as to dealing with practicalities.

D. SOME WIDERIMPLICATIONS OF THIS IIWESTIGATION

Beyond students and teachers. Implications of a change of pedagogy reach beyond this

study's focus on teachers and students to include staffresponsible for educational resources,

financial management, property maintenance and community relations. Practical support from

those work areas and their informed representation of innovative projects to the wider

community, are likely to be of considerable benefit. The same is even more relevant to

parents, who rightly insist on being informed contributors to matters that influence the

learning of their children. The need to describe and justify changes continues to ripple

outwards to include former students, potential employers, media outlets, and the local

community. In this way, poorly informed, negative perceptions, which might raise external

ba:riers to the acceptance of innovation, can be forestalled.

Student involvement. The major initiatives discussed in this thesis recommend that students

be regarded as valuable allies for pedagogic change rather than encumbrances. The IBO

requires that their middle years' curriculum feature Approaches to Learning as a precursor to

the senior subject of Theory of Knowledge. The Dimensions of Learning model also values

students'informed involvement in the learning process, and urges teachers to encourage

metacognition in their pupils. Elsewhere, the incorporation of students into school

restructuring programs is a feature of the Coalition of Essential Schools (Sizer, 1992) where

students may write their version of the Nine Common Principles of Essential Schools, mingle
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constructively with teachers at the annual conferences or, indeed, attend their own student-led

conferences, and be informed guides for visitors to their schools.

Are these or similar features characteristic of Australian secondary schools? In some,

probably, but we can't be sure how widespread they are. Perhaps it is time for an extensive

census of students' school experiences, modelled on the broad and longitudinal study of 1,000

children mentioned by Csiksentmihalyi in his interview for Educational Leadershþ (Scherer,

2OO2,p.I2).

Teacher training. Trainee teachers have reported that encounters during field experience

with strong-willed traditional teachers or disengaged students have constrained them into

applying the teaching theories that exist in particular schools, rather than the constructivist

ideas espoused in their course. Given that over half of the trainees were already finding it

difficult to throw off the traditional teaching modes of their own schooling, the conflict

between new theory and old practices was not merely exacerbated by field experience, but

resolved in favour of the conservative approach. A new level for alignment is revealed, for it

seems counter-productive to pursue contradictory strands of professional education. A new

approach to field experience, in which carefully selected and appropriately remunerated

mentors are employed, is becoming urgent.

Further research. Cursory mention has been made of issues that deserve more detailed

treatment than the scope of this study has allowed. Of some interest is the question of what

degree of disequilibrium would urge a resistor into accommodation. Does the threat of

sanctions (recommended by some leaders) promote a mere façade of compliance? Again, it

might be useful to explore the potential of a traumatic experience of accommodation to

forestall further development of practical theory through assimilation. There is also the issue

of complacency amongst assimilators; a comparison between their self-reports and

observations of their practice might show whether there is a tendency for them to stop short of
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a complete grasp of the new theory on the grounds that the broad framework of innovation

seems familiar.

Relevance to other professions. The discussion of practical theories and ways of changing

them is not reserved solely for educators; indeed, it is concerned with basic human attributes'

Schon (Ig1l)chose instances of dynamic conservatism from the fields of medicine, the armed

services and education, thereby emphasizing how commonplace it is for human beings to

struggle against change that is too far ahead of their existing understanding. It is probable,

therefore, that all human beings will be predominantly assimilators, accontmodators,

preservers or resistors when they face a new way of carrying out familiar tasks. Thus, the

notion of aligning disparate practical theories for change may have relevance for many other

professions and human activities.

Large-scale innovation. Australian educators, business leaders and politicians say they need

people who bring to the work place detailed knowledge, higherJevel thinking skills, and the

capacity to deal creatively with unstructured problems. There have been a number of

interesting government initiatives to encourage these qualities over recent decades-the

National Project for the Quality of Teaching and Learning (NPQTL), the South Australian

Curriculum Standards and Accountability (SACSA) Framework, and currently the National

Institute for Quality Teaching and School Leadership (NIQTSL) are examples' Competent

people have presented relevant ideas in quality publications, but-to judge from the two

(highty advantaged, it must be said) schools described in this study-their work is still to have

its full impact on what happens in classrooms around Australia. Perhaps this is yet another

area for alignment; there may be considerable benefit in forging stronger links between

curriculum theory and change theory.

This study differs from Sarason's view in that it has not found the predictable failure of

educational change. It does assert, however, that educational initiatives that depend on
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changing teachers' fundamental beliefs and ingrained behaviours begin in the mind of each

teacher. Such a process is no mere substitution of one set of principles for another, achieved

with the same ease as one might replace an ink cartridge in a printer. It demands complex re-

learning, and, perhaps, for more than half of all teachers who participate in this level of

change, it will be professionally and personally daunting'

The need for a new pedagogy has been affirmed by this study of two succeeding schools

seeking to be innovative. Interviews have indicated that intellectual challenge and excited

learning aÍe taÍet experiences for secondary students than many would like them to be' A

remodelling of student learning is necessary. This in turn demands a paradigm shift in

teaching. At the moment, such a task will severely tax the resources of any one school,

especially as it faces diverse and difficult tasks.

Achieving significant nation-wide changes to pedagogy is a project of giant proportions' It

must target both the training of people about to enter the teaching profession and the in-

service development of teachers now in the schools and likely to remain there until retirement.

This study has proposed guidelines that apply to both sectors, but they are costly in terms of

providing the mentors and learning opportunities that ensure change actually happens. We

know what to do-help people change their practical theories for doing what they have to do'

We know how to achieve this-learn collaboratively through coming to understand how the

new theory will work in practice. We know where the change will take hold-within

proximate gtoups in individual schools. It remains to be seen whether governments will take

the point that change happens in the minds of people, and then provide the structures and

resources essential to individu alizingthe learning process that brings new knowledge and

different skills. Like popham (ZOO212OO3, p. 83) as he urged his own nation to'undertake bold

NASA-like risks to reform [his] nation's schools', we should be urging Australian
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governments to commit'sufficient fiscal and human resources'to a powerful national pfogram

to revitalize all our schools.

There is little more to add, other than to repeat Lawrence Stenhouse's comment to a Summer

Institute on Teacher Education at Simon Fraser University in 1980. He had just referred to a

recently completed study in the United States, which had concluded that students were taught

well when their teachers were interested in science and skilled in teaching it. He went on:

That good teaching is created by good teachers may to some of you seem self-evident to the

point of absurdity. You don't need eleven case studies acfoss the American nation<r me to

fly to Vancouver from Norwich-to tell you that. But the implications of this self-evident

proposition do not seemto be widely grasped. (stenhouse, 1985b, p. 104)

In presenting another largely self-evident conclusion, one can't help wondering whether much

has changed between 1980 and 2005.
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Appendix 4: Summary of Teacher Transcript

Alþning Dls;paærte PtrcAæt Theoríæ îor Pe&goglc Change

sUMlríA,RYoFINTERVIEWr¡V|THEXPERIÊNcEDTEAGHER !.Þ:TRANSCR|Pt...-lt-

net la¿¿,¡./ Genden Hrf. Sublectso€c¡alizålion: Englirh/trürcm¡tic¡/Science

Aoceot lrmovalion?

Comments ¡elsvar¡t to mv sev€n orinciol6s?

8. Need for alionm€nt?

9. Factorlsì promolino or hinderino chanog?

Addit¡onsl comments:** 
¿rüJ4't ¿"lt 

',*,L 
J€l{¿e,\-,| ô Ð

'dî

Y,E/N+/N p. I b'1. Changes to previous praclices?

tIp. (

p ú
p.

and colled¡ve2. Strat€gies for

Altemaüve therdrt'

4. Theory + pradics ln proimate grouP?

5. Leadors und€rstand change procass? Manage contod & culture suitably?

3.

p.I6. Adjuslmgnts to strudural and administrat¡w fadoß"(llq¿''¿D 
q^¡¡'- ¡t't+rl4Ù

e.þ, tt, tQ tt7. Stud€nts involwd? t{i

P'),-*),(a) tnfluenceof orì,nschoolíns Ì¿¿tb¡*rt -!oL.+¡r( ,\rt
p.l. É, l,(b) Perc€¡ved ne€dg ofstudenls ¡¿t\r" r\.^i-a;{q'1tgqI
p.S-

p.3, f 4, f{4
(o) lnspirat¡onalMentor

(d) Colloaguos' inllu€nc€

qp-ìrf
¡É)

(e) Formel stud¡qe ln educallon

(0 Parüc¡¡lErthooryorlhsorlst

p.(g) l.l€ad of Fedilty o¡ olher supervisor
^r 

ll r'A-
p.fO) oassroom o¡eerrenc€ - succssvrraur"r (åfrl[,rw F¡*, TVr*r .

p,(D E)eectations of sdrool

n'ì, {, (6,0) Frame factors in sdtool a.g. a3s6s3mont *l:a^trþ[y!r]âHiu
P.

l¡¡l¡.tr-- P llt tÇ'û . 
"1b",!"0! 

,
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Appendix 5: Text for Student Information Sheet

I SePtember 2000

Dear

I write to ask whether you uould join me in a researcft projec{ that, I believe' may have

oonsiderable relevance for education and the wider community'

since retiring from a long involvement in secondary education, I have b

time as a Ph.D. stuãent and enJoying the experience very much' I have been

the intensifying demands being made of secondary educators, especially in the

problem soiv¡ñg and creative tñinking. I have been seeking explanations of why some schools and some

ieachers reaO¡üst tneir methodologiel to accommodate new goals more readily than othefs seem to.

My number n

significani Y. ln [Yo e

school's id of the le a

middle school. From the experiences common e

guidelines that are netþfut to others just setting out on the path to change. I anticipate finding an

ãpproach that blends reiãnt researctr ñndings on educational change with what is now known about the

influeneæ in lhe dassroom of the pradicalthéories ol leaming held by individual students and teachers'

One aspect of my investigation has been to enlist experienced teachers, who have been closely

involved in pedagogic change, ai expert commentators on ihe process. But I am equally interested in

the perspeciivesóf äuOents, who also were important paíicipants in the projecl'

[Ihe principal] has kindty granted his approval for m9 to ínclude [name of 
"clool 

am.ongst the

sctrootj ¡n mV Su'dy. lnterv¡ewé úith teachers irave started, and I am now ananging meetings with

students.

Students' names have been gathered at random from class lists. You are amongst those

selecled. I hope to meet You in
October. lt is likely that our meet¡
understand. however, that ofücia
me. During the group disct¡ssion, I will seek stud
Middle School over recent years. We will also exp

hindering the implementation of changes.

The tion' I will retum the text of

those parts provi-dçd willthe¡ become

part of the d ree of Doctor of Philosophy

in the Unive hesis is Professor Kevin Marjodbanks'

onymity of published data will be stdctly preserved

absotutely confidential. I may be asked by [the
Out nô Oetails of any conversation wtth me will be

nt'

projecr is absolutely voluntary. I believe, however, that the project will provide

åll ¡ävoVe¿ in edufuon and I believe that your contribution will be important'

hope you will be ableto assist me.

lf there are any questions about the projecÍ that you would like to discuss with me, I can be

contac{ed at any of the following: addresses:

Would you please deliverto your parents/guardians-the 1l.mg"t identical letterthat I have written

inviting ttrem tó joiñ Vou ¡n .igningttre Consent Fõrm to indicate that you have their permission to take

part in the study.

I shall be most gtáeful if you, too, would indicate your-decision.on the Consent Form, which may

then be reû¡med to O" prinò¡'p¡t pårsonal Assisbît, lNamel, in the Main Administration Ofüce

before I p.m. on Fdday 15 September.

l/Vlth best wishes and keen anticipation,
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Appendix 6: Str¡dents'/Parents' Consent Form

THE UNIVERSITY OF ADELAIDE
GRADUATE SCHOOL OF EDUCATION

EDUCATION BUILDING.
ADEI..AIDE SA 5005.

TEL: (08) 8303 5628 FAX:(08) 8303 3604

Successful Pedagogic Ghange in Australian Secondary Schools

GonsentForm

Name: House: ..-........ Year:

[Name of schoo[l

[Address of schooll

o

a

I agree to participate in the rêseerch project entilled Søccess/t¡t Peclagqic Change in Austnlian
Secondary Sct¡oo/s- I understand, however, that I may withdrawftom the project at any time.

I give permission for my contríbutions in group discr.rssions to be recorded on audiotapes and

tra-nscri6ed. I understand t¡at st¡a cor¡Rdentiality will be maintained for the audiotapes and transcripts of
my comments.

I understand that the transcripts of my comments in group discr.¡ssions will be retumed to me for
checking before they become part of the data to be anal¡zed for this proiecf. I agree to review the

transcripts and, bllowing the review, to confirm orwithdraw my contributions.-

I give permission for my cor¡firmed transcripts to be used in ttre research project and to be cited

antnymously in the thesis or any other publication or prasentation thet reports on he project.
a

Student's s¡gnature: Date: I l2Oæ

I give permlssion for -.. ... ... --. . --. -.(Stu<lenfs name) to take part in the study

e¡tittei Stæs{ul tudagogíc Change in Auúralían fundary Schools under the condÍtions set out above.

Please g@ t¡is form to tfie Principalb Personal Asslstant [Namel, in tùe tlaln Adm¡n¡stfat¡on

ofüce before I p.nù on Fridav l5 Seotember 2000
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Appendix J; $rrmmary of Studentp'Transcript

SUIIMARY OF INTERVIEW (Studentl

YearGrcup
(l/

1. Have you head abor¡t (the cfrange proJect) at (yor scttool)?

(B \¡ t- (r7

of the

)11\${(e"( !ul"eht,
Ut^å0.4

@T(,,-Ài"t
q4b.G "' Vqb

(lo

t

1nc<_ u

4- Do you ftinkany aspects of Your sctrool life have because of.lhe ProJecn

t(4o \øc-

Q-to t{/¿

t q tolttu,lr* I\r,a,*',
får¡U' lLn ô!*,

^at

Date: S/ 
1 tu

A
btù
hbÛ {

arv5.

*w
îl¿

bq.t

l¡. ¿t

TçcNrnbcr l3

Itp

'T^1, .i¡J ,.1. n,f- ,l'n' .. I
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Appendix 8: Student Response Matrix (reduced from A3)

4¡[\.v *
È¡¿¡e¿+
NETT

cL$- r
\ARÈlgRsSfrr\ÞrrTS

Djt'

ri- j(+

Vt,/
3D-jJ¡

l!- jS,-u'''t'

rl - k(c

frirä-

{â¿

tft'^ IL

l-'

*lt

{

ú¡ul

,0

\

,P

r{0-
tu,[r,l[¡.,

(3- ks
!¡-l

,{4- t(ç>

L
V

ú

4"

lq

Ct^dJ rlì:
Ov t

Ê.¡h

¡L {ir*r Þt*fut
tu"I.t'

atÉ4W
,$^tttr*ti^

,Ñ,
Þ

r.Q)'l(lra
h'k

¡,

"t
l. I'

libt r'r4¡{tã;i¿4-
{tlrt tt r la)

Tt t-*L
adÀt

rl

¡.!lr J åøu¡. ¡$-¡¿l

v&)þ

,'l^¡Àtt ¡.

I

llù¡ nt, \.-tl..Ir
I¡.¡f u.^!\,^l\À
tWw*l

W
'fkLC,¡ I
teùtv {

ú

Ì

*t4

(kd¡l ,^.¡+ 
".r -L...t...À r rÉ -ù4r



References

Adelman, N. E. & Walking-Eagle, K. P. 1997, 'Teachers, time and school reform', in

Rethinking Educational Change with Heart and Mind: 1997 ASCD Year Book, ed. A'

Hargreaves, Association for Supervision and Curriculum Development, Alexandria,

VA, pp. 92-110.

Alexander, P. A. & Murphy, P. K. 1994 , The research base for APA's learner-centered

psychological principles,paper presented to 'Taking research on learning seriously:

Implications for teacher education', Invited symposium at the annual meeting of the

American Educational Research Association, New Orleans, Apnl1994.

Angell, L 2000, Interview on HardTalk,BBC TV, Foxtel Cable Channel 17,2I January.

Angus, M. & Louden,lV. 1990, 'systemic reform in a federal system: the national schools

project', in International Handbook of Educational Change, Part One, eds A.

Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers,

Dordrecht, pp. 83 1-854.

Aspin, D.1996, 'Education and the concept of knowledge: implications for the curriculum and

leadership' , in International Handbook of Educational Leadership and Administration,

eds K. Leithwood, J. Chapman, D. Corson, P. Hallinger & A. Hart, Kluwer Academic

Publishers, Dordrecht, pp. 9I-I34.

Atkin, J. 2000, 'styles of learning', (Jnicorn: Education for 2001 and Beyond: Imperatives and

Possibilities, Outcomes from the ACE 'Education 2000' conference, Vol. 26, No. 3,

Australian College of Education, p. 50.

Australian College of Education,200I, 'A national declaration for education 2001: A

summary of key propositions', (Jnicortt: Celebrating the Past. Shaping the Future:

Outcomes from the Education Assembly, 18-20 April 2001, Yo7. 27 , No. 2, pp.34.

Armstrong,T.2OO3,The Multiple Intelligences of Reading andWriting: Making the Word

Come Alive, Association for Supervision and Curriculum Development, Alexandria,

VA.



358

Armstrong, T. 1998, Awakening Genius in the Classroom, Association for Supervision and

Curriculum Development, Alexandria, VA.

Armstrong ,T. Igg4, Muttiple Intelligences in the Classroom, Association for Supervision and

Curriculum Development, Alexandria, VA.

Bayne-Jardine, C. !984, Evaluation and the task of curriculum management in the school,

Paper presented to a British Council seminar on 'Curriculum Evaluation for Change',

University of London, 3 December 1984.

Bereiter, C. & Scardimalia, M. 1998, 'Beyond Bloom's "Taxonomy": rethinking knowledge

for the knowledge age', in International Handbook of Educational Change, Part Two,

eds A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer Academic

Publishers, Dordrecht, pp. 67 5492.

Berg, R. van den & Sleegers, P.1996, 'Building innovative capacity and leadership', in

International Handbook of Educational Leadership and Administration, eds K.

Leithwood, J. Chapman, D. Corson, P. Hallinger & A. Hart, Kluwer Academic

Publishers, Dordrecht, pp. 653499.

Biddulph, S. 1998, Raising Boys. Why boys are dffirent-and how to help them become

happy and well-balanced men,Finch' Sydney.

Bishop, A., Seah, W.T. & Chin, C.2003, 'Values in mathematics teaching-the hidden

persuaders', in Second Intemational Handbook of Mathematics Education, Part Two,

eds A. J. Bishop, M. A. Clements, C. Keitel, J. Kilpatrick, & F. K. S. Leung, Kluwer

Academic Publishers, Dordrecht, pp.1 I7 -7 66.

Blackburn, J.Ig78, 'Quality is not what it was', in Quality in Australian Education, Australian

College of Education, Carlton, Vic., pp. L3-L5.

Bloom, 8., Englehart, M., Furst, E., Hill, W. & Krathwohl, D. 1956, Tatconomy of educational

objectives: The classifi.ca.tion of educational goals. Hand book 1: Cognitive Domain,

Longmans Green, New York.

Boston, K. 1999, 'Enhancing the status of the teaching profession', Unicorn, Vol. 25, No. 1,

pp.7-14.



359

Brook, S. 2000, 'Reports from the National Innovation Summit, Melbourne, 10-11 February,

Weekend Australian, l2-I3 February, p. 10.

Bruner, J. 1986, Actual Minds, Possible Worlds, Harvard University Press, Carnbridge, MA.

Buckingham , J. 2004, 'Few surprises as budget pie favours independents', Australian, 17 May,

p. 16.

Caine, R. & Caine , G. Making Connections: Teaching and the Human Brain, Association for

Supervision and Curriculum Development, Alexandria, VA'

Calhoun, E. & Joyce, B. 1998, ' "Inside-out" and "outside-in": learning from past and present

school improvement paradigms', in International Handbook of Educational Change,

Part Two, eds A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer

Academic Publishers, Dordrecht, pp.I268-I298.

Campbell, L. & Campbell, B. 1999, Muttiple Intelligences and Student Achievement: Success

Stories from Six Schools, Association for Supervision and Curriculum Development,

Alexandria, VA.

Carr, J. F. & Harris, D.E. 2O0I, Succeeding with Standards. Linking Curriculum, Assessment

and Action Planning, Association for Supervision and Curriculum Development,

Alexandria, VA.

Chapman, Jemma 2}}4,'Outdated SACE to be overhauled', Advertiser, 19 February,p.2

Chapman, Judith 1996, 'A new agenda for a new society',in International Handbook of

Ed.ucational Leadership and Administration, eds K. I-eithwood, J. Chapman, D.

Corson, P. Hallinger & A. Hart, Kluwer Academic Publishers, Dordrecht,pp.2740.

Commonwealth Schools Commission 1987,Inthe National Interest. Secondary Education

and Youth Policy in Australia, Canbena Publishing & Printing Co., Canberra, ACT.

Costello, M. 2005, 'Pollsters belie media consensus on Beazley', Australian, 10 June, p. 13.

Cronkite, W. 2000, Interview onHardTalk,BBC TV, Foxtel Cable Channel IT,Januny 28.



360

Dalin, P. 1998, 'Developing the twenty-first century school: a challenge to reformers', in

International Handbook of Educational Change, Part Two, eds A. Hargreaves, A.

Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.

1051-1073.

Darling-Hammond, L. 1999, 'Teacher education: rethinking practice and policy', Unicom,

Vol. 25, No. 1, pp. 3048.

Darling-Hammond, L. 1998a, 'Teacher learning that supports student learning', Educational

Leadership, Vol. 55, No. 5, PP' 6-lI.

Darling-Hammond, L. 1998b, 'Policy and Change: Getting Beyond Bureaucracy', in

International Handbook of Educational Change, Part One, eds A. Hargteaves, A.

Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.

642467.

Darling-Hammond, L., Wise, A. E. & Pease, S. R. 1986,'Teacher evaluation in the

organizational context: a review of the literature', in New Directions in Educational

Evaluation, ed. E. R. House, Falmer Press, Læwes, East Sussex.

de Jong, O., Korthagen, F. & Wubbels, T. 1998, 'Research on science teacher education in

Europe: Teacher thinking and conceptual change', in International Handbook of

Science Education,Part Two, eds B. Fraser & K. Tobin, Kluwer Academic Publishers,

Dordrecht, pp. 7 45-:7 58.

Department of Education, Training and Employment, t999, The South Australian

Currículum, Standards and Accountability (SACSA) Framework, Adelaide, South

Australia.

Department of Industry, Science and Resources, 2001, Backing Australia's Ability: An

Innovation Action Planfor the Future, Australian Government Publishing Service,

Canberra, ACT.

Donnelly, K. 2005, 'Fads no substitute for teachin g', Australian, 5 Jawaty, p. 13.

Eisner, E. W. 2O03t2O04,'Preparing for today and tomorrow', Educational Leadership,Yol

61, No. 4,pp.6-10.



361

Elkind, D. Igg7, 'Schooling and family in the postmodern world', in Rethinking Educational

Change with Heart and Mind. ASCD Year Book, ed. A. Hargreaves, Association for

Supervision and Curriculum Development, Alexandria, VA., pp- 2742.

Elkind, D. 1987, Miseducation: Preschoolers at Risk,Alfred A. Knopf, New York'

Elkind, D. 1981, The Hurried Child: Growing Up Too Fast Too Soon, Addison-Wesley

Publishing Company, Reading, MA.

Elmore, R. F. 2003, 'A plea for strong practice', Educational I'eadership,Yol.61, No. 3, pp.

6-10.

Elmore, R. F. 1996, 'Getting to scale with good educational practice', Harvard Educational

Review, Vol. 66, No. 1, pP.l-26.

Evans, R. 1993, The Master Key to Reþrm: Authentic Leadership and the Real-Life Problem

of Innovatian, Notes for a workshop at the Fall Forum of the Coalition of Essential

Schools, Louisville, KY, M November.

Farnham-Diggory, S. !992, Cognitive Processes in Education,2nd edn., Harper Collins, New

York.

Fink, D, & Stoll, L. 1998, 'Educational change: easier said than done', in International

Handbook of Educational Change, Part One, eds A. Hargreaves, A. Lieberman, M.

Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.29742I.

Fosnot, C. T. 1993, 'Pfeface', in Grennon Brooks, J. & Brooks, M. G., In Search of

Understanding: The Case for Constructivist Classroorzs, Association for Supervision

and Curriculum Development, Alexandria, VA, PP. vii-viii.

Fullan, M. G. 2002, 'The change leader', Educational Leadership,Yol.5g, No' 8, pp. 16-20.

Fullan, M. G. 1998a, 'The meaning of educational change: a quarter of a century of learning',

International Handbook of Educational Change, Part One, eds A. Hargreaves, A.

Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.

214-228.



362

Fullan, M. G. 1998b, 'Scaling up the educational change process. Introduction to Section 3:

Fundamental Change',International Handbook of Educational Change, Part Two,eds

A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers,

Dordrecht, pp.671472.

Fullan, M, G. 1998c, 'Iæadership for the twenty-first century. Breaking the bonds of

dependency', Educational l-eadership, Vol. 55, No. 7, pp. 6-10'

Fullan, M. G. 1997, Emotion and hope: constructive concepts for complex times', in

Rethinking Educational Change with Heart and Mind. ASCD Year Book, ed. A.

Hargreaves, Association for Supervision and Curriculum Development, Alexandria,

VA., pp. 216-233.

Fullan, M. G. I996a, 'Leadership for change', in International Handbook of Educational

Leadership and Administratíon, eds K. Leithwood, J. Chapman, D. Corson, P.

Hallinger & A. Hart, Kluwer Academic Publishers, Dordrecht, pp.70l-722.

Fullan, M. G. !996b, 'Turning systemic thinking on its head', Phi Delta Kappan, Vol. 77, No.

6, pp. 420-423.

Fullan, M. G. 1986, 'The management of change', in The Management of Schools. World Year

Book of Education,eds E. Hoyle & A. McMahon, Kogan Page, London/ Nichols

Publishing Co., New York, pp. 73-86.

Fullan, M. G. 1982,The Meaning of Educational Change, Teachers College Press, New York.

Fullan, M. G. with Stiegelbauer, S. 1991, The New Meaning of Educational Change, Cassell,

London.

Fullan, M. G. & Miles, M. B. 1992, 'Getting reform right: what works and what doesn't', Pftl

Delta Kappan, Vol. 73, No. 10, pp.745-'752.

Garbarino, J.1997, 'Educating children in a socially toxic environme¡t', Educational

Leadership, Vol. 54, No. 7,pp. I2-L6.

Gardner, H. 1995, 'Reflections on multiple intelligences: Myths and messages', Phi Delta

Kappan,Yol.77, No. 3, pp.200-2O9.



363

Gardner, H. 1991, The Unschooled Mind: How Children Think and How Schools should

Teach,Basic Books, New York.

Gardner, H. 1983, Frames of Mind: The Theory of Multiple Intelligences, Basic Books, New

York.

Giacquinta, J. B. 1998, 'Seduced and abandoned: Some lasting conclusions about planned

change from the Cambire Study', i¡ International Handbook of Educational Chønge,

Part One,eds A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer

Academic Publishers, Dordrecht, pp. 163-180.

Giroux, H. B. 1998, 'Education Incorporated', Educational Leadership, Vol. 56. No. 2, pp.

t2-17.

Glasser, W. 1992. The Quality School: Managing Students without Coercion, Harper

Perennial, New York.

Goodlad, J.L 200312004, 'Teaching what we hold sacred', Educational Leadership, Vol. 61,

No.4, pp.18-21.

Goodrum, D., Hackling, M. & Rennie, L.2OOI, The status and quality of teaching and

Iearning of science in Australian schools: A research report preparedfor the

Departrnent of Education, Training andYouth Affairs, Commonwealth Department of

Education, Training and Youth Affairs, Canberra.

Gough, K. 2000, 'Different strokes', Australian 31 January, p. 19

Handal, G. & Lauvas, P. 1987, Promoting Reflective Teaching: supervision in action, Society

for Research into Higher Education & Open University Press, Milton Keynes'

Handy, C. lgg4, The Age of Paradox, Harvard Business School Press, Boston, MA

Handy, C. 197 6, Under st anding O r g anizations, Penguin, London.

Handy, C. & Aitken, R. 1986, (Jnderstanding Schools as Organizations, Penguin, London.

Hargreaves, A. (ed.) 1997a, Rethinking Educational Change with Heart and Mind. ASCD

Year Book, Association for Supervision and Curriculum Development, Alexandria,

VA.



364

Hargfeaves , A. lgg/b, 'From reform to renewal: a new deal for a new age', in Beyond

Educational reþrm: Bringing Teachers Back In, eds A. Hargreaves & R. Evans, Open

University Press, Buckingham, pp. 105-125'

Hargreaves , A. Igg2, Foreword', in Understanding Teacher Development, eds A. Hargreaves

& M. G. Fullan, Cassell, L,ondon.

Hargreaves, A. & Fink, D. 2004, 'The seven principles of sustainable leadership', Educational

Leadership, Vol. 61, No. 7,PP.8-I3

Hargreaves, A. & Fink, D. 2000, 'The three dimensions of reform', Educational Leadership,

Vol. 57, No. 7, pp. 3G-34.

Hargreaves, 4., Lieberfnan,4., Fullan, M. & Hopkins, D. (eds), 1998, International

Handbook of Ed.ucational Change, Parts One and Two, Klawer Academic Publishers,

Dordrecht

Hargreaves, A. & Moore, S. 1999, 'Getting into outcomes: The emotions of interpretation and

implementation', Curriculum Perspectives, Vol. 19, No. 3,pp.I-9.

Harrison, M.2OO4. 'Centralised, highly unionised system is failing students', Australian,IT

May, p. 16.

Hasan, A. & Wagner, A. 1996, 'The school of the future', The OECD Observer, No. 199, pp.

6-9

Hill, L. 1999, 'Broadening the mind: The Perry Scheme and intellectual development of

preservice teachers', in Challenge of Change in education: Proceedings of the CERG

Research Symposium, 5-6 Februa?, eds S. Schuck, L. Brady, C. E. Deer & G. Segal,

Change in Education Research Group (CERG), University of Technology, Sydney.

Holland, H. 1998, Making Change: Three Educators Join the Battle for Better Schools,

Heinemann, Portsmouth, NH.

Hopkins, D. 1998, 'Tensions in and prospects for school improvement', Introduction to

Section 4: 'The practice and theory of school improvement', in Intemational

Handbook of Educational Change, Part Two, eds A. Hargreaves, A. Lieberman, M.

Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp. 1035-1055.



365

Hopkins, D., Ainscow, M. & West, M. 1994, School Improvement in an Era of Change,

Cassell, London.

Huberman, A. M. 1992a, 'Teacher development and instructional mastery', inUnderstanding

Teacher Development, eds A. Hargreaves & M. G. Fullan, Cassell, London.

Huberman, A. M. lggzb, 'Critical introduction', in M. G. Fullan, Successful School

Improvement: The Implementation Perspective and Beyond, Open University Press,

Buckingham,pp. I-20.

Hyams,8., Trethewey,L.,Condon,8., Vick, M. & Grundy, D. 1988, Learning and Other

Things: Sources for a Social History of Education in South Australia, South

Australian Government Printer, Netley, SA.

Ingvarson, L. 2000, 'Get wise about school investment', Australian, 18 February, p. 19

Jackson, B. T. 1993, 'Foreword', in Grennon Brooks, J. & Brooks, M. G', In Search of

Und.erstanding: The Case for Constructivist Classrooræs, Association for Supervision

and Curriculum Development, Alexandria, VA., pp. v-vi'

Jacob, F. 1988, The Statue Within: An Autobiography, trans. F. Philip, Basic Books, New

York.

Jakubowgki ,8. &-Tobin, K. Igg7, 'Teachers'personal epistemologies and classroom learning

environments', in International Action Research: A Casebookfor Educational Reform,

ed. S. Hollingsworth, Falmer Press, London, Chapter 10, pp' 20I-214'

Jensen, E. 1998, Teaching with the Brain in Mind, Association for Supervision and

Curriculum Development, Alexandria, VA.

Johnson, D & Johnson, R. 1995, Reducing School Violence through Conflict Resolution,

Association for Supervision and Curriculum Development, Alexandria, VA'

Joyce, B. & Calhoun, E. 1998, 'The conduct of inquiry on teaching: The search for models

more effective than the recitation', in International Handbook of Educational Change,

Part Two,eds A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer

Academic Publishers, Dordrecht, pp. l2l6-L24t .



366

Joyner, E. 1998, 'Large-scale change: The Comer perspective',in International Handbook of

Educational Change, Part Two,eds A. Hargreaves, A. Lieberman, M. Fullan & D.

Hopkins, Kluwer Academic Publishers, Dordrecht, pp. 855-876'

Keating, D. 1998, 'A framework for educational change: Human development in the learning

society', in Intemational Handbook of Educational Change, Part Two, eds A.

Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers,

Dordrecht, pp. 693-7 09.

Keiny, S. 1994, 'Teachers'professional development as a process of conceptual change', in

Teachers' Minds and Actions: Research on Teachers' Thinking and Practice, eds I.

Carlgren, G. Handal & S. Vaage, Falmer Press, London, pp' 232-246'

Kelly, A. V. !g82,The curriculum: Theory and Practice,Harper & Row, London.

Kemmis, S. & McTa ggart,R. (eds), 1988, The Action Research Reader,3'd edn, substantially

revised, Deakin University Press, Victoria.

Kohn, A.1996, Beyond, Discipline: From Compliance to Contmunity, Association for

Supervision and Curriculum Development, Alexandria, VA'

Ladwig, J., Currie, J. & Chadbourne, R. 1994. Towards Rethinking Australian Schools: A

Synthesis of the Reported Practices of the National Schools Project, National Schools

Network, Sydney.

Langrehr, J.20OI, 'Letter to the Editor', Australian' 10 July, p. 14.

Langrehr, J. Igg3, 'Getting thinking into science questions', Australian Science Teachers

Journal, Vol. 39, No. 4, PP.33-37.

Lyndon, E. H. 2000 , Conceptual Mediation: A New Theory and a New Method of Conceptual

Change, Ph. D. thesis, University of Adelaide'

Long, M. & Robinson, L.Igg5, 'The course experience of Year 12 students: Results from

"Youth in Transition" ', Set, two, 1995, Item 14.



367

Lorsbach, A. & Tobin,K. 1992, 'Constructivism as a referent for science teaching', in

Research Matters to the Science Teacher, Monograph No. 5, National Association for

Research in Science Teaching, available URL:

<http : //www.exploratorium. edr¡./IFVresources/resea¡ch./constructivism.html>

Lortie, D. 1975, Schoolteacher: A Sociological Study, University of Chicago Press, Chicago.

McChesney,J.&Hertling, E. 2000, 'The path to comprehensive school reform', Educational

Leadership, Vol. 57, No. 7,PP.10-15.

McCulloch, G. 1998, 'Curriculum reform, educational change and school improvement', in

International Handbook of Educational Change, Part Two, eds A. Hargreaves, A.

Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.

r203-r2L5.

Mclnerney, D.M. & Mclnerney, V. 2002, Educational Psychology: Constructing Leaming,

3rd edn, Prentice Hall, Frenchs Forest, NSW.

Mclaughlin, M. V/. 1998, 'Listening and leaming from the field: Tales of policy

implementation and situated practice', in International Handbook of Educational

Chønge, Part One, eds A. Hargreaves, A. Lieberman, M. Fullan & D. Hopkins,

Kluwer Academic Publishers, Dordrecht, pp. 70-84.

McNiff, J. Igg3, Teachíng as Learning: an action research approach, Routledge, London.

Maiden, S. & 'West, A. 2005, 'Reveal results or lose funds, schools told', Ausffalian, 4 July, p.

4.

Marzano, R. J. 2003, What Works in Schools: Translating Research into Action, Association

for Supervision and Curriculum Development, Alexandria, VA.

Marzano, R. J., with Marzano, J. S. & Pickering, D. J. 2003, Classroom Management that

Works: Research-Based Strategies for Every Teacher, Association for Supervision and

Curriculum Development, Alexandria, VA.

Marzano, R. J., Pickering, D.J., Aredondo, D. E., Blackbuffi, G.J., Brandt, R. S. & Moffett,

C. A. L992, Dimensions of Learning. Teacher's Manual, Association for Supervision

and Curriculum Development, Alex andri a, VA,/lvtid-Continent Regional Educ ational

Laboratory, Aurora, CO.



368

Marzano, R. J. & Pickering, D. J., with Arredondo, D.E., Blackburn, G. J., Brandt, R. S.,

Moffett, C. 4., Paynter, D.E., Pollock, J. E. & Whisler, J. S. 1997, Dimensions of

Learning. Teacher's Manual,2nd edn, Association for Supervision and Curriculum

Development, Alexandria, VA./lVIid-Continent Regional Educational Laboratory,

Aurora, CO.

Marzano, R. J., Pickering, D. J. & Pollock, J. E. }OOL, Classroom Instruction that Works:

Research-Based Strategies for Increasing Student Achievemer¿t, Association for

Supervision and Curriculum Development, Alexandria, VA.

Mehlinger, H. D. 1996, 'school reform in the information age', Phi Delta Kappan,Yol.77,

No. 6, pp.400407.

Miles, K. H. & Darling-Hammond, L. 1998, 'Rethinking the allocation of teaching resources:

Some lessons from high-performing schools', Educational Evaluation and Policy

Analysis: A Quarterty Publication of the American Educational Research Association,

Vol. 20, No. 1, pp.9-23.

Miles, M. B. Igg8, 'Finding keys to school change: A 4O-year odyssey', inlnternational

Handbook of Educational Change, Part One, eds A. Hargreaves, A. Lieberman, M.

Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.3749.

Miles, M. B. & Huberman, A. M. 1,994, Qualitative Data Analysis. An Expønded Sourcebook,

2nd edn, Sage Publications, Thousand Oaks, CA.

Miller, L. 1998, 'Redefining teachers, reculturing schools: Connections, commitments and

ohallenges', in International Handbook of Educational Change, Part One, eds A.

Hargreaves, A. Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers,

Dordrecht, pp. 529-543.

Moss Canter, R. 1995, World Class: Thriving Locally in the Global Economy, Simon &

Schuster, New York.

Noguera, P. A.2OO4, 'Transforming high schools', Educational I'eadership,Yol.61, No. 8,

pp.26-3I.

O'Neill, J. 1995, 'On schools as leamingorganizations: A conversation with Peter Senge',

Educ ational Le ade rship, Y ol. 52, No. 7, pp. 20-23 .



369

Organization for Economic Cooperation and Development (OECD), 1995,L'earning Beyond

Schooling: New Forms of Supply and New Demands, OECD, Paris.

Papadopoulos, G. Lggs, 'Looking ahead: An educational policy agenda for the twenty-first

century', European Journal of Education, Vol. 30, No. 4,pp.493-506.

Peterson, P. L., McCarthey, S. J. & Elmore, R. F. 1996, 'Learning from school restructuring',

American Educational Research Journal,Vol. 33, No. 1, pp. 119-153'

Popham, W.I. 2002. 'A nation at risk really ought to take a few', Educational Leadership,

Vol. 60, No. 4, pp. 83-86.

Rimm, S. B. 1997, 'An underachievement epidemic', Educational Leadership,Yol.54, No.7,

pp. 18-22.

Rudduck, J., Day, J. & Wallac e, G. 1997 , 'Students' perspectives on school improvement', in

Rethinking Educational Change with Heart and Mind. ASCD Year Book, ed. A.

Hargreaves, Association for Supervision and Curriculum Development, Alexandria,

VA., pp. 73-91.

Sarason, S. B. 1996 , Barometers of Change. Individual, Educational and Social

T r an sþ rmati on, Jos sey-B as s, S an Franci sco, CA.

Sarason, S. B. 1990,The Predictable Failure of Educational Change, Jossey-Bass, San

Francisco, CA.

Sarason, S. B. 1971, The Culture of the School and the Problem of Change, Allyn & Bacon,

Boston.

Scherer, M.2002, 'Do students care about learning? A conversation with Mihaly

Csikszentmihalyi', Educational Leadership,Yol.60, No. 1, pp' 12-17 '

Scherer, M. 1996, 'On our changing family values. A conversation with David Elkind',

Educational Leadershþ, Vol. 53, No. 7,pp.4-9.

Schmoker, M. J. 2001 , The Results Fieldbook. Practical Strategies from Dramatically

Improved Schools, Association for Supervision and Curriculum Development,

Alexandria, VA.



370

Schmoker, M. J. 1996 , Results: the key to continuous school improvemer¿f, Association for

Supervision and Curriculum Development, Alexandria, VA.

Schon, D. 1987, Educating the Reflective Practitioner. Toward a New Designfor Teaching

and Learning in the Professions, Jossey-Bass, San Francisco.

Schon, D. 1983, The Reflective Practitioner. How Proþssionals Think in Action, Basic

Books, New York.

Schon, D. !97I, Beyond the Stable State, Norton, New York'

Senate Employment, Education and Training References Committee, 1998, A Class Act:

Inquiry into the Status of Teachers, Secretariat of the Senate Employment, Education

and Training References Committee, Canberra.

Simons, H.1984, Against the Rules: Procedural Problems in Institutional Self-Evaluation,

paper presented to the American Educational Research Association's Annual Meeting,

New Orlean s, 23-27 APril.

Sluggett, D.2004, 'Student staying power fails to make the grade', Advertiser, 25 February, p.

t3

Smerdon, B. 4., Burkham, D. T. & Lee, V. E.1999, 'Access to constructivist and didactic

teaching: Who gets it? Where is it practised? Teachers College Record, Vol. 102, No.

I,pp.5-34.

Sotto, E. Igg 4, When Te aching B e c ome s Le arnin g, Cassell, London.

Sparks, D.2OO3, 'Interview with Michael Fullan: Change agent', Journal of Staff

Development,Yol.24, No. 1, pp. 55-58'

Sprenger, M. 1999, Learning and Memory. The Brain in Action, Association for Supervision

and Curriculum Development, Alexandria, VA.

Stehn, J.lggg,The SouthAustralian Curriculum, Standards, andAccountability (SACSA)

Framework: Intentions and Characteristics, Department of Education, Training and

Employrnent, Adelaide, SA.



371

Stenhouse, L. 1985a, 'Research as a basis for teaching: Inaugural lecture, University of East

Anglia, February IgTg', in Research as a Basis for Teaching. Readings from the Work

of Lawrence Stenhouse, eds J. Rudduck & D. Hopkins, Heinemann, London, pp. 113-

r28.

Stenhouse, L. 1985b, 'Curriculum research, artistry and teaching': extract from a paper glven

at the Summer Institute on Teacher Education, Simon Fraser University, Vancouver,

1980, in Research as a Basis for Teaching. Readings from the Work of I-awrence

Stenhouse,eds J. Rudduck & D. Hopkins, Heinemann, London, pp. 102-lll.

Stenhouse, L. 1975, An Introduction to Curriculum Research and Development, Heinemann,

London.

Stigler, J. & Hiebert,J. 1997, 'Understanding and improving classroom mathematics

instruction: An overview of the TIMSS video study', Phi Delta Kappan, Vol' 79, No.

l,pp.IL2I.

Stoll, L. & Fink, D.1996, Changing Our Schoots. Linking school effectiveness and school

imp r ov ement, Open University Pres s, Buckin gham'

Strike, K. & Posner, G. 1985, 'A conceptual change view of learning and understanding', in

Cognitive Structure and Conceptual Change, eds L. West & A. L. Pines, Academic

Press, Orlando, FL., PP. 2It-231.

Sweet, R. 1987,'Australian trends in skill requirements',inThe Future Impact of Technology

onWork and Education, eds G. Burke & R. Rumberger, Falmer, London.

Sylwester, R. 1995, A Celebration of Neurons: An Educator's Guide to the Human Brain,

Association for Supervision and Curriculum Development, Alexandria, VA.

Thiele, C. M. 1975, Grains of Mustard,S¿¿d, South Australian Education Department,

Adelaide, SA.

Thompson, M. J., L999, 'An evaluation of the Dimensions of Learnirag program in an

Australian independent boys school', in International Education Journal,Yol.l, No.

1, 16 pp., available URL:

<http ://ehlt.fl inders.edu. auleducation/iejliej.htm>



372

Thornburg ,D.2OO2, The new basics: Education and the future of work in the telematic age,

Association for Supervision and Curriculum Development, Alexandria, VA.

Tirosh, D. & Graeber, A. 2003, 'Challenging and changing mathematics teaching classroom

practices', in Second Internøtional Handbook of Mathematics Education, Part Two,

eds A. J. Bishop, M. A. Clements, C. Keitel, J. Kilpatrick & F. K. S. Leung, Kluwer

Academic Publishers, Dordrecht, pp. 643{88.

Tobin, K. 1990, 'Teacher mind frames and science learning',inWindows into Science

Classrooms: Problems Associatedwith Higher-Level Cognitive Leaming, Chapter 3,

Falmer, London, pp. 33-91.

Tyack, D. B. (ed.) 1967, Turning Points in American Educational History, Blaisdell

Publishing Company, V/altham, MA'

Tye, K. A. & Novotney, J. M. 1975, Schools inTransition: The Practitioner as Change

Agent, McGraw-Hill, New York.

United Nations Educational, Scientific, and Cultural Organization (UNESCO), 1995, Report

of the Commission: Preliminary Synthesis (Education in the Twenry-First Century),

International Commission on Education for the Twenty-First Century, Paris.

lIren, D. 2000, 'Education, welfare keys to a better future', Weekend Australian,29-30

January, p. 56.

US Department of Education, 1986, What Works: Research about Teaching and Learning,

Washington, DC.

West, M. 1998, 'Quality in schools: Developing a model for school improvement', in

International Handbook of Educational Change, Paft Two, eds A. Hargreaves, A.

Lieberman, M. Fullan & D. Hopkins, Kluwer Academic Publishers, Dordrecht, pp.

768-:789.

Whitaker, P.lgg3, Managing Change in Schools, Open University Press, Buckingham.

Wiersma, W. 1995, Research Methods in Education: An Introduction,6th edn, Allyn &

Bacon, Boston, MA.



373

'Wolfe, P. 2001, Brain Matters. Translating Research into Classroom Practice, Association

for Supervision and Curriculum Development, Alexandria, VA'

Woolfolk, A. 2001, Educationat Psychology, 8th edn, Allyn & Bacon, Boston, MA.

Zmuda,A., Kuklis, R. & Kline,E.z}}4,Transþrtning Schools. Creating a Culture of

Continuous Improveme¿f, Association for Supervision and Curriculum Development,

Alexandria, VA.




